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CHAPTER I 
INTRODUCTION 
Early History 
Since its founding in 1852 the State Teachers College at Boston 
has experienced four changes in name and one major change in adminis-
trative control. From 1852 to 1924 it was known as the Boston Normal 
School; during the years 1924 to 1952 it was called the Teachers Col-
lege of the City of Boston; from 1952 to 1960 it was known as the State 
Teachers College at Boston and since the 1960 academic year as the 
State College at Boston. 
At the time of its inception as a teacher education institution 
and for one hundred years thereafter it was under the administrative 
control of the School Committee of the City of Boston. On September 1, 
1952 the Teachers College of the City of Boston became by legislative 
act of the General Court the State Teachers College at Boston under the 
administrative control of the Massachusetts Department of Education. 1 
In the year 1851 Nathan Bishop, Esq., first Superintendent of 
Schools in Boston, recommended the establishment of a one-year training 
school for Boston teachers. On his suggestion that "girls who had com-
pleted with distinguished success the course of studies in the grammar 
schools qualify themselves in the best manner for teaching," the School 
Committee requested the City Council to establish a normal school as 
1The Commonwealth of Massachusetts, "State College at Boston 
Bulletin," Vol. 31, No. 1, Catalogue Number 1961-1962, p. 16. 
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part of the system of public schools. Accordingly, in 1852 Boston 
Normal School was opened with eighty-six students in the Adams School-
house on Mason Street. The Boston Normal School stated that its pur-
pose was "the training of teachers for service in the Boston Public 
1 Schools and to fulfill Horace Mann's idea of the training of teachers." 
Professor I. N. Thut in his discussion of the history of 
teacher education points out that through the efforts of Horace Mann 
and Henry Barnard information about the Pestalozzian and Herbartian 
procedures established in Europe were widely circulated in the United 
States during the middle 1800's. He states that these procedures pro-
vided forms of mass education which involved little financial expense 
to local community governments; also, capable young men and women of 
the working classes could be trained in a relatively short period of 
time in the techniques of teaching without undergoing the earning of 
the traditional bachelor's degree. He further points out that the 
public-supported normal schools which were set up emphasized develop-
ing skill in teaching techniques which soon produced a mechanical method-
ology by which each lesson was taught in the same manner to all children 
at the same time. 2 
Thut does not specifically discuss the Boston Normal School but 
it must be remembered that this school came into being during the above 
era. 
lcity of Boston School Department, "The Report of the School Com-
mittee for 1853," January, 1854. 
21. N. Thut, The Story of Education--Philosophical and Historical 
Foundations (New York: McGraw-Hill Book Company, 1957), p. 245. 
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It should be noted at this point that it is not the intent to 
present an exhaustive treatment of the history of the State Teachers 
College at Boston for, as the statement of the problem of the present 
study relates, the major effort involved here is to carry out a follow-
up study of the 1956 through 1959 elementary education graduates of 
the college. In addition, the statement of the problem relates the 
purpose of collecting, organizing, and interpreting data relative to 
the graduates' status and opinions concerning the effectiveness of 
their undergraduate professional experiences with a view to suggesting 
possible areas for program revision. 
Therefore , this introduction will attempt to discuss some fac-
tors containing elements of a historical, philosophical, and sociolog-
ical nature that may possibly have a direct bearing on the findings, 
conclusions, and recommendations of the study. 
Recent Educational Philosophy 
It was felt that one major factor to be taken into consideration 
at the outset was the question or issue of what was the philosophy of 
education that prevailed at the college during the decade of which the 
graduates involved in the present study are a product. 
As the above brief historical statements pertaining to the col-
lege suggest, the college was founded in order to promulgate a concept 
of teacher education which has come to be regarded as one producing 
mechanical techniques of teaching. 
An examination of a statement of the purpose of the college 
which wc:n;- p1:esent:ed-Cls- L ecent:ij .. C1s- :;.39 1 · C1gai.rt-cchoes-Cl- .i:ani±ilar-ph.tase-:-
"It [the college] has been fulfilling for seventy-nine years Horace 
1 
Mann's idea of the professional training of teachers." 
4 
Further examination of school committee reports, catalogues, and 
other official publications of the Ci ty of Boston since the 1931 period 
fails to reveal any clear-cut, definite statements that would indicate 
a recent educational philosophy of the institution, especially concern-
ing its program for the professional education of elementary school 
teachers with which the present study is primarily concerned. 
The most recent and available publication is a state report pub-
lished in 1953, one year after the college came under the administrative 
control of the Massachusetts Department of Education, and pertains to 
all ten teacher education institutions in the Commonwealth. 
The report sets forth the objectives of professional preparation 
of elementary education majors and presents these objectives in terms of 
desired teacher competencies which include understanding child growth 
and development, guiding the learning of children in a manner which is 
in keeping with the democratic concept, wise selection and skillful use 
of appropriate teaching techniques, relating educational activities of 
the school to its own community living, to be professiona l ly ethical and 
to understand the organization of American public education which should 
involve the development of a sound personal philosophy of education. 2 
1
city o f Boston, "Catalogue 1931-1932, 11 The Teachers College of 
the City of Boston, October, 1931, p. 7. 
2The Commonwealth of Massachusetts, Department of Education, 
"Report of the Committee on the Professional Courses in Elementary Edu-
cation in the Massachusetts State Teachers College," 1953, pp. 5-10. 
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Once again, there are no statements in the report of either a 
formal or informal nature that set forth the specific educational phi-
losophy of this college or any of the other state-sponsored teacher 
education institutions. In fact, it is worthwhile to note, in refer-
ence to the argument on behalf of the development of a sound personal 
philosophy of education, that the undergraduate elementary education 
curriculum of this college does not include a course in the philosophi-
cal foundations of education. 
Possibly it could be argued that appraisals cannot be made so 
early in a study, but consideration of the total number of official 
statements that have appeared to date, though relatively few in number, 
could well lead to a tentative appraisal that this college was founded 
on the basis of a philosophy that has come to be regarded as tradition-
alism and that throughout the institution's one-hundred-and-ten-year 
history this philosophy has provided a basic point of view. 
Faculty Appraisals 
In order to arrive at a more thorough appraisal of the educa-
tional philosophy of the college, especially the points of view that 
have prevailed during the past decade, it was felt that the issue should 
be raised and discussed with the f~culty members because in the final 
analysis it is they who make the institution what it is or is not. 
The question was discussed by means of the interview technique 
with over three fourths of the ninety-eight full-time faculty members, 
the majority of whom have been on the teaching staff for at least twenty 
years. Their responses, which were in effect criticisms, were inform-
6 
ative and yielded issues worthy of consideration. 
The following paragraphs represent a general summation of the 
various faculty appraisals of the sociological and philosophical atmos-
phere of the college. 
To begin with, they had many comments pertaining to the student 
body within the college. They were of the opinion that the student body 
has always been representative of the upper-lower and lower-middle socio-
economic classes within the community; that the families of these stu-
dents are laboring families, vocationally oriented; and that even with 
such economic fortification as social security legislation and various 
insurance plans, life for these people is a struggle for survival and 
the pay check is the ultimate thing to strive for in life. In addition, 
the faculty felt that as long as our industrial society is oriented to 
the acquisition of wealth and status, the teaching pay check will be 
the ultimate goal for these young students especially since status, to 
a degree, is a function of wealth, and that the philosophy of these 
students will always be a "dollar philosophy." 
In reference to the young women who enter the college, the atti-
tude tended to be that these are not women of the higher intellectual 
levels, that teaching becomes attractive to them because of the "big 
pay" and protective environment it offers, that teaching can be pursued 
after marriage and childbirth, that single salary schedules offer an 
opportunity to earn as much as men, and, in general, that teaching is 
a "good clean job for women." 
With regard to the male students, the general appraisal was that 
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they are looking strictly for job security and that teaching for them 
is probably a second or third occupational choice. 
The faculty also argued that many students choose to prepare for 
teaching because the tuition fees are relatively low compared to the 
fee schedules of private institutions for teacher education or other 
programs of study. Therefore, the students enter a state teachers col-
lege for this will provide the status symbol of a college degree and 
will provide preparation for a definite vocational pursuit. 
In reference to the major question pertaining to the educational 
philosophy of the college since the past decade, these college teachers 
appeared somewhat threatened and disturbed when requested to affix upon 
thems.elves a philosophical label or description, but several discus-
sions and some probing yielded the following considerations. 
In general, they were of the opinion that they attempt to be 
up-to-date methodologists. They always advocate and teach what the re-
search tends to support as being most effective and if, for example, 
team teaching and seeing-through mathematics are the order of the day, 
they will teach such methods. However, they do not expound any specific 
philosophy of education and they are not teaching any one particular 
educational theory. Personnel from both the liberal arts and education 
departments of the college agreed that the sum total of all courses are 
not philosophically related, and that there has always been little com-
munication between individual faculty personnel or departments, which 
also has been conducive to the failure to develop a specific institu-
tional philosophy. 
8 
In addition, these faculty members were quick to point out that 
there is no course in the college at the undergraduate level in the phi-
losophy of education, that the undergraduate course that is presented 
is a course in the history of philosophy and does not discuss the phil-
osophical foundations of education. 
It would be pertinent at this point to refer briefly to an argu-
ment by Sayer that "there is more than a suspicion that the dramatic 
changes in American education have been attributed more to a desire to 
1 be up-to-date than to the development of a consistent philosophy." 
The liberal arts people in particular argued that the govern-
mental bodies that have administered the college throughout its history, 
that is, first the city and then the state, have seldom communicated 
with the college teaching personnel and have always legislated an em-
phasis on methodology which provides a vocational-professional frame 
of reference for the students and the college teachers. This is a nar-
rowing experience unfavorable to general education which results in 
denying students the values to be gained from the classics, arts, and 
sciences. These liberal arts persons also advised that note be taken 
of the fact that elementary education majors graduate with a total of 
forty-two semester hours credit in professional courses. 
It is interesting to examine a statement by Dr. Harry Broudy, 
who classifies himself as a classical realist and who for many years 
was a professor in the Massachusetts teachers college system, specifi-
1Ephraim V. Sayer, A First Course in Philosophy of Education 
(New York: Henry Holt, 1952), p. 364. 
9 
cally the State Teachers College at Framingham. His arguments strongly 
agree with those of the above liberal arts people in that he states that 
there is a tendency to cram the liberal arts courses into the first two 
years or to sprinkle them throughout the four years, but that so much 
time is needed for the professional courses that general education 
studies consisting of the natural, social, and self•sciences (philosophy, 
psychology, literature, fine arts, religion, and current problems) have 
1 
to be limited. 
It is also valuable at this point to consider Cremin's discus-
sion of pedagogical pioneers in which he points out that James Earl 
Russell, early in his administration of Teachers College, Columbia Uni-
versity, laid down a basic concept of professional education which in-
eluded methodological skills as a goal, but he preceded such technical 
skills with three other major goals. Russell advocated general culture, 
special scholarship, professional knowledge, and technical skill and 
further advocated a balanced synthesis of all four as making a truly 
2 
professional education for teachers. 
Later discussions with the faculty in general raised other per-
tinent points. Many expressed the opinion that the situation is some-
what confusing in that everyone wants to believe that he or she is a 
modern thinker striving for progress in political and social methods, 
but what is really happening is that the college is approaching educa-
1Harry Broudy, Building a Philosophy of Education (New York: 
Prentice- Hall, Inc., 1954), p. 264. 
2Lawrence A. Cremin, The Transformation of the School (New York: 
Alfred A. Knopf, Inc . , 1961), pp. 168-176. 
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tion with a set of routine and traditional values; that is, the college 
may have professors who extol the virtues of Rousseau on the one hand, 
but on the other insist on the values of Aristotle and Aquinas. These 
faculty personnel argue that because the college has always been a facet 
of the body politic of the community, under government control, it has 
never advocated social reform nor subscribed to the concept that educa-
tion be a tool for social reform. The faculty members further maintain 
that the college devotes itself basically to a preservation of social 
and cultural traditions through the concepts of "love of God" and "love 
of country" and they readily admit that this can be labeled as indoctri-
nation. 
Response to Cultural Progress 
Because these faculty members had expressed the opinion that 
everyone wants to believe he is a modern thinker, they were asked whether 
they felt that the college has responded to cultural progress during 
the course of the past century, particularly in the areas of the arts 
and sciences, and whether the college has evolved along avenues of 
"inquiry" or "acquiry." 
The consensus was that the response to cultural progress has 
been limited in that the college has always hesitated to make inquiry 
into many elements of knowledge which are products of the last century. 
This is reflected in the daily teaching situation and often results in 
little or no teacher-student discussion relative to such elements. Mem-
bers of different departments cited various examples in order to support 
this opinion. 
11 
One biology teacher complained that at the college there is too 
much emphasis on nature study, specifically plant life, and the human 
reproductive process is seldom discussed because some persons in the 
college and state government find it an "offensive" subject and occasion-
ally there are students who relate at home that sex is being discussed 
in the college which leads to complaints to and from legislators. This 
science person stated that it then becomes impossible to discuss or 
challenge such concepts as the Russian biological argument of the past 
quarter century which advocates a laboratory development of the human 
embryo outside the body atmosphere provided by the mother. Also, this 
faculty member pointed out that the majority of courses in the biologi-
cal and physical sciences which are presented at the college are methods 
courses and these never argue or discuss society's basic problems. 
Another faculty member, a geographer, complained that in his 
discussions relating to economic geography he can seldom discuss the 
elements involved in population explosion and birth control without 
suffering from the same accusation related by the above-mentioned 
biology instructor. This geography teacher further complained that such 
a situation makes it very difficult to discuss current issues such as 
aid for underdeveloped Afro-Asian and Latin American countries. 
Several English literature teachers pointed out that the poetry, 
drama, prose fiction, biographies and essays of the past century are 
discussed in the various English courses, but they admitted that only 
the technical literary elements are stressed and little discussion is 
devoted to the cultural factors that encouraged a specific writer to 
12 
produce a particular piece of work. When asked if they would discuss 
the currently controversial "Tropic of Cancer," only one person re-
sponded in the affirmative. 
The art people presented the same situation. They related, for 
example, that they discuss Picasso but do not emphasize that he went 
through a "red period" as an expression of his sympathy for the workers 
of the world and their embracing of socialistic and communistic ideolo-
gies; also, they would discuss the techniques of Modigliani but not his 
addiction to alcohol and narcotics. 
The discussions with both the art and literature professors sug-
gested that they teach the technical factors involved in their areas of 
study but do not discuss the problems of society that are reflected in 
literature and art. The art people, in particular, complained that 
there is little opportunity to discuss cultural elements because only 
one course is devoted to the appreciation or history of art and the 
other courses are methods courses. 
The music instructors concurred with this last argument. They 
felt that many elements of the American societal structure could be 
examined through discussions of jazz and rock-n-roll music, but there 
is no opportunity for such discussions because of the heavy concentra-
tion on methodology. 
Other faculty personnel, in the social studies area, stated 
that there is little opportunity to discuss and make inquiry into prob-
lems relating to American economy and world economy in general, because 
the two econom~cs courses listed in the catalogue are electives and no 
13 
required course exists. Therefore, if one wishes to discuss England's 
recent desire to join the world market, it has to become a by-product 
discussion in some other social studies course. 
Some of the psychology teachers pointed out that little provi-
sion is made, for example, for discussion related to man and his group 
processes and the growth of culture in general in that the curriculum 
offers only one course in the area of sociology and that course is also 
an elective. 
In general, the feeling of the faculty was that the failure to 
make the above types of inquiry has, over the years, led to a failure 
to respond to cultural progress. 
Lack of Research Activity 
Certain faculty members voiced other· complaints directly related 
to the issue of inquiry versus acquiry; for example, they argued that 
none of the state teachers colleges are able to encourage inquiry be-
cause they do not have library facilities that lend themselves to re-
search activities, and the state administration does not encourage 
scholarly research pursuits on the part of faculty members. They pointed 
out that in the past twenty-five years only a few persons have published 
book-length material, and it is a rare occasion when a state college 
faculty person produces an article for journal publication. 
They further pointed out that the state demands that a candidate 
for the rank of full professor hold a doctorate, but that it is possible 
to gain a full professorship on a "worth-to-the-institution" basis, and 
the granting of other academic ranks is legislated on the basis of the 
14 
master's degree and additional course credits, all of which does not 
encourage a desire for discovery or inquiry. 
These faculty personnel complained that teaching loads of fifteen 
or eighteen semester hours are too heavy and tend to prohibit faculty 
members from engaging in research and investigation projects. 
Also, the participants in this discussion pointed out that it 
is difficult to attend professional conferences and conventions because 
attendance at such functions must first be approved by the state admin-
istration so that the faculty person involved can be absent from work. 
They felt that such a procedure also discourages inquiry, for it pro-
hibits communication with fellow professional workers. 
One participant summarized the situation in the following manner: 
All of the state colleges are so busy supplying the market 
with technicians that there is no time for inquiry, research or 
discovery and as far as response to cultural progress is con-
cerned, at this college it has been limited in spite of the fact 
that the physical science department now lists an elective 
course in nuclear physics. 
As a result of this summation by one professor, the other par-
ticipants were asked whether or not they felt that the methodological 
emphasis that has evolved during this institution's one-hundred-and-ten-
year history has evolved because it is a safe emphasis; that is, it 
keeps one away from the more fundamental questions and problems of free-
dom, control, and societal change in general. The response to this 
question was very definitely in the affirmative, the consensus 6eing 
that the governmental bodies which have administered the institution 
probably consider the methodological approach a "healthy" one in that 
, such an approach insures that no specific racial, religious, or political 
15 
group can ever be offended, thereby insuring the well-being and safety 
of the institution. 
A Sociological Factor 
As stated earlier, the major effort of this introduction to the 
present study is to arrive at an appraisal of the educational philosophy 
of the college and especially the points of view that have prevailed 
during the past decade. Therefore, it would be worthwhile at this 
point to examine a sociological characteristic pertaining to the faculty 
personnel involved in the above discussions. 
The faculty is comprised of ninety-eight personnel and it is val-
uable to observe that seventy-eight, or 75.59 per cent, are members of 
the Roman Catholic Church; also, of these ninety-eight faculty members, 
thirty-five, or 35.71 per cent, hold at least one academic degree from 
a Catholic institution of higher learning. 
These data alone might well suggest that the fundamental philos-
ophy of the college teachers involved in the above discussions is that 
of scholastic traditionalism. 
JohnS. Brubacher, in his discussions of systematic philosophies 
of education, points out that progressivism has its genesis in prag-
matism and romantic naturalism, whereas ~ essentialism or traditionalism 
is defended by idealism and natural realism and that essentialist phi-
losophy has as its sturdiest prop rational humanism and Catholic super-
naturalism. 
Brubacher describes Catholic supernaturalism as a philosophy in 
which God is changeless and eternal and the school enables one to master 
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the essentials of the culture which aid in penetrating much of truth, 
but it is through religion that there is greater penetration of truth 
1 
and divine mysteries. 
Professor Thomas F. O'Dea of the Fordham University sociology 
department discusses what he considers the sad state of Catholic intel-
lectual endeavors in this country. He raises several issues that are 
not specifically related to teacher education but may possibly provide 
some basis as to why an institution populated by a majority of Catholic 
teachers has maintained a methodological approach to teacher education 
and fails to engage in discovery or inquiry. 
Professor O'Dea argues that there are elements in American 
Catholicism which have militated against sound intellectual accomplish-
ment and he attempts to list some of these elements. He first lists 
"intellectual formalism," which he defines as a setting wherein ab-
stractions replace experience, syllogistic demonstrations replace search, 
and ~ationalistic elaboration replaces genuine philosophical insight. 
He next lists "authoritarianism" and here he speaks of the Amer-
ican Catholic tendency to impose solutions on problems by the simple 
affirmation of statements issued by ecclesiastical authority, and he 
argues that such a tendency has resulted in the crippling of genuine 
creativity among American Catholics. 
O'Dea adds as a third element "clericalism," which he interprets 
as the monopoly given to the clergy on all the intellectual activities 
1John S. Brubacher, Modern Philosophies of Education (New York: 
McGraw-Hill Book Company, 1950), Chap. 14. 
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pursued by the Catholic connnunity and, as a fourth element, "moralism," 
which he defines as the tendency of this connnunity to see the world as 
a place laden with spiritual dangers which leads to the defensive feel-
1 ing of having to be forever on guard to repulse attack. 
A Major Contradiction 
Previously it was suggested that one cannot formulate conclusive 
statements in so early a place as the introduction to a study. It is 
felt that the above discussions with the faculty personnel of the col-
lege lead not so much to a conclusion but more toward a vital question 
that may possibly provide the basis for certain outcomes of the study. 
After considering the above discussions, one vital question rises to 
the foreground; that is, is there not a ma jor contradiction and incon-
sistency prevailing which has prohibited the development of a systematic 
philosophy of education at the college or at least a genuinely public 
philosophy consistent with the ideals of a democratic society? 
The contradiction is simply this: it is almost as if one were 
trying to ride two horses at the same time. The above discussions sug-
gest that the college is functioning on a system of absolute, tradi-
tional, fixed values due to its historical origin and development and 
even religious composition of faculty, yet the college attempts to pro-
vide its students with modern methodologies which leads to an attempt 
to teach programs that are based upon systems of relative values and 
concepts of societal change. 
1Thomas F. O'Dea, American Catholic Dilennna: An Inquiry into the 
Intellectual Life (New York: Sheed and Ward Company, 1958), pp. 209-226. 
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This attempt may be an impossible one. John L. Childs argues 
that the traditionalists are so attracted to inherited forms of life 
and thought that they are automatically repelled by any programs that 
1 
involve fundamental intellectual and moral reconstruction. 
Therefore, does not this contradictory situation represent a 
major conflict? Possibly the later analysis and interpretation of the 
data collected in the present study and the findings and conclusions 
which will stem from the data will shed light on this situation. 
Again, the introduction to a study may be too early a place in 
which to present recommendations, but the college might direct itself 
to a discussion by psychologist Abraham H. Maslow. As editor of a text 
which contains fifteen addresses delivered by various participants at 
a conference of the Research Society for Creative Altruism, Maslow lists 
what he considers the objectively describable and measurable character-
istics of the self-actualizing individual and healthy human specimen 
which include a more efficient perception of reality, more openness to 
experience, increased objectivity and detachment, ability to fuse con-
2, 3 
creteness and abstractness, and democratic character structure. 
1John L. Childs, American Pragmatism and Education (New York: 
Henry Holt and Company, 1956), p. 5. 
2 Abraham H. Maslow, New Knowledge in Human Values (New York: 
Harper and Brothers, 1959), pp. 119-179. 
3 Addresses were delivered by Pitirim Sorokin, Paul Tillich, 
Erich Fromm, Kurt Goldstein, et al. 
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I. STATEMENT OF PROBLEM 
The purpose of this study was to collect, organize, and inter-
pret data relating to the status of elementary education graduates of 
the State Teachers College at Boston and their opinions concerning the 
effectiveness of their pre-service professional experiences wi t h a 
view to suggesting possible areas for program revision. 
II. SOURCE OF PROBLEM 
The writer was drawn to select this research problem pr i mari l y 
because of his interest in the expansion programs which have been taking 
place in all state-sponsored teacher education institutions in the Com-
monwealth of Massachusetts during the past few years. 
Since January, 1956 the writer has been a faculty member of the 
State Teachers College at Boston. The administration of the college, 
because of its plans for expansion which include a liberal arts degree 
program, indicated a desire to approach revision of the professional 
elementary education curriculum from the point of view of graduates' 
opinions concerning the effectiveness of the pre-service professional 
experiences as well as from the graduates' present status in the pro-
fession. Because the writer has an active part in the elementary educa-
tion program, he became most interested in formulating a research problem 
based upon an institutional need. 
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III . JUSTIFICATION OF PROBLEM 
No data existed on the local level which reflected the status 
of graduates of the college and their in-service opinions of pre-service 
professional experiences. 
An examination of the professional literature in the area of 
follow-up indicated that little such data were available on the national 
level. 
It was felt that a contribution to the . follow-up study area would 
result from the above - described research problem. 
IV. RESEARCH PROCEDURES 
The study utilized an inquiry form as the method for obtaining 
the desired data. The instrument was constructed on the basis of items 
suggested as important by an intensive review of the existing research 
in the area of follow-up. 
The inquiry instrument was validated by means of the "jury of v 
experts" technique. The jury was comprised of (a) faculty members of 
the writer's institution, (b) faculty personnel of other teacher edu-
cation institutions, and (c) administrators of teacher education insti-
tutions. The geographical scope of the jury was national. 
A preliminary try-out was conducted to determine clarity of 
items and adequacy of area coverage as r evealed by a sample of the 
graduates. 
The final form of the inquiry instrument was administered to 
the proposed population. 
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The reliability of the inquiry instrument was determined by means 
of successive administrations of the instrument to a sample of fourth-
year students. 
An examination of existing investigations allied to the problem 
suggested that the inquiry instrument would yield more informative data 
if constructed on the basis of the following two major categories: 
( 1) Status of the graduates 
(2) Evaluation of the pre-service professional program. 
V. TREATMENT OF DATA 
The treatment of data derived from the responses of the total 
populat i on to the various items in the two major categories of the i n-
quiry instrument was as follows: 
A. Status of the graduates 
1. Tables were constructed listing number and per cent of 
respondents' answers to each item in this category. 
2. When applicable, connnents made by respondents and reasons 
for their choices were listed and accompanied by an indi-
cation of frequency of occurrence. 
B. Evaluation of the pre-service professional program 
1. Tables were constructed showing the number and per cent 
of respondents making choices at the extremes of the scale 
for items in this category. 
2. Reasons for choices made were categorized. 
3. Frequency of occurrence of reasons was indicated. 
J 
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4. For the graduates of 1959, correlation coefficients were 
established between opinion about the college's undergrad-
uate professional program and each of the following vari-
ables: 
a. Academic achievement (grade point average and student 
teaching grade) 
b. Intelligence 
c. National Teacher Examination scores (optional examina-
tion score and common examination score) 
d. Minnesota Teacher Attitude Inventory score. 
VI. SCOPE OF THE STUDY 
The study involved all available elementary education graduates 
of the State Teachers College at Boston for the years 1956, 1957, 1958, 
and 1959. 
VII. UNDERLYING ASSUMPTIONS 
It was assumed that the effectiveness of the elementary education 
program of the State Teachers College at Boston could be estimated by 
~eans of a follow-up study of students who completed the program and 
that their opinions could provide a basis for approaching program re-
vision which would serve the curriculum development needs of the college. 
Also, it was assumed that because of the number of students in- ~ 
volved, the inquiry form was a justifiable method of gathering the needed 
data. 
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Another assumption was that graduates' responses analyzed in 
the light of their academic achievement, intelligence, National Teacher 
Examination and Minnesota Teacher Attitude Inventory scores might pro-
vide a means of b~LLer ~e£iniq£ iheir ~e~~n~e~ to yarious items in the 
inquiry form. 
CHAPTER II 
REVIEW OF RE LATED LITERATURE 
Examination of the professional literature suggests that little 
data are available which are specifically related to the status of ele-
mentary education graduates and their opinions concerning the effective-
ness of their pre-service professional experiences . However, much has 
been written and numerous studies or surveys have been carried out in 
recent years concerning the pre-service education of teachers and its 
relationship to their in-service status in the profession. 
The following is a review of text material' and surveys most 
closely allied to the present study: 
Hodenfield and Stinnet have summarized the proceedings of three 
major conferences of the National Commission on Teacher Education and 
Professional Standards; specifically, the conferences held at Bowling 
·. , 
Green in 1958, Kansas in 1959, and San Diego in 1960 which were con-
1 
cerned primarily with the subject of teacher preparation. 
They maintain that some of the charges which were made against 
teachers colleges during the conferences are valid. They agree with 
the argument that teachers colleges place too much stress on method-
ology and not enough on subject matter courses. In addition, they feel 
that many teachers colleges require too many education courses, which 
results in producing teachers who know the "how" but not the "what" of 
1G. K. Hodenfield and T. M. Stinnet, The Education of Teachers 
(Englewood Cliffs, New Jersey: ~rentice -Hall, Inc., 1961). 
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teaching. They state that the end result is that teachers tend to view 
the sequence of their professional courses as being repetitious, boring, 
1 
and monotonous. 
In reference to the general education of teachers, Hodenfield 
and Stinnet report that most of the discussion groups at the above con-
ferences agreed that the general education of teachers should include 
courses in the following areas: philosophy, foreign languages, math-
ematics, English , science, literature, psychology, history, political 
science, economics, sociology, fine arts, music, and anthropology. The 
authors further report that the discussion groups could not agree on 
the proportion of time which should be devoted to such courses and rec-
2 
ommendations ranged from 25 to 60 per cent. 
Wilds and Lottich have analyzed and evaluated a variety of ed-
ucational concepts found in the writings of outstanding thinkers rang-
ing from the early Hebrews to present-day spokesmen for Communist 
3 
China and Russia. 
They express the view that education has become the business of 
every citizen, and the task of adjusting children to social living 
necessitates a new type of teacher; that is, a teacher who has social 
vision which has been gained through a broad background of social knowl-
edge. They argue that a knowledge of biology, social psychology, soci-
1Hodenfield and Stinnet, op. cit., pp. 1-18. 
2Ibid., pp . 42-53. 
3Elmer H. Wilds and Kenneth V. Lottich, The Foundations of 
Modern Education (New York: Holt, Rinehart, and Winston, Inc., 1961). 
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ology, economics, and government is essential for the teacher. 
Wilds and Lottich are critical of the social traditionalist who 
is inclined to be overzealous in his preservation of the social heri-
tage, attempts to standardize students in commonly accepted social pat-
terns, and does not encourage critical examination of the existing 
social order. They state that teachers must be led to see the rela-
tionship between education and the social order. They argue that 
teacher education still needs reorganizing, and the traditional prac-
tices need to be revis~ if sociaJ progress is to be realized. 
Wilds and his co-author recommend that the various phases of 
teacher education be synthesized and integrated into a meaningful 
1 
whole and continuously examined and evaluated. 
Mason describes and analyzes what he terms the various positions 
taken by partisans in current educational controversy. He surveys the 
2 
various criticisms of the theory and practices of education. 
Mason includes a critique of American schools and teacher edu-
cation by religious leaders. He points out that some religious leaders 
feel that American education has given too much attention to the con-
ditioning of attitudes and not enough to the development of reasoning 
ability. He states that some of these leaders argue for a revived re-
spect for the study of languages and literature and that teacher educa-
tion institutions must substitute a greater knowledge of subject matter 
1Wilds and Lott ich, op. cit., pp. 355-365. 
2Robert E. Mason, Educational Ideals in American Soc iety (Boston: 
Allyn and Bacon, Inc., 1960). 
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in place of teaching techniques. 
He further points out that many American religious leaders are 
critical of the efforts of some educators to reduce education to meas-
urable quantities and their failure to recognize the philosophical 
1 
values and foundations of education. 
Woodring discusses the development of progressive education and 
the influence of pragmatism upon American schools. In his discussion 
2 
he raises many questions pertaining to the area of teacher education. 
He discusses the content of education courses and expresses the view 
that professional courses contribute to the making of better teachers 
but admits that there is too much duplication of concepts in the vari-
ous courses. He recommends that the total number of professional courses 
should be reduced rather than increased; also, that many of the profes-
sional textbooks should be improved in that they leave much to be de-
sired. 
Woodring argues that the accusation that professional courses 
represent emptiness and windiness is an overgeneralization but not a 
complete misrepresentation. He feels that this situation could be 
remedied by engaging in better planning and more extensive communica-
tion between members of education departments. 
He views student teaching as the least satisfactory part of the 
total teacher education process in that it is an artificial situation. 
1M . ason, op. c~t., pp. 150-168. 
2Paul Woodring, A Fourth of a Nation (New York: McGraw-Hill Book 
Company, Inc., 1957). 
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He feels that the college supervisors tend to be overloaded with stu-
dents and cannot offer effective supervision. 
Woodring urges more attention to the areas of educational 
psychology and educational philosophy. He emphasizes that their con-
tent is both factual and theoretical and cannot be gained as a part of 
teaching experiences, and that the best liberal education does not 
1 
eliminate the need for concentration in these two professional areas. 
Meyer examines American educational history and traces its de-
velopment from the seventeenth century to the present. He includes a 
discussion of the preparation of teachers and is critical of present-
2 day teachers college offerings in the professional area. He states 
that teachers colleges offer a multitude of professional courses, often 
including such courses as ''Methods of Teaching Clog Dancing," "The Col-
lege Girl's Wardrobe," and "Supervised Church Work," but they neglect 
or omit the area of educational history. 
Meyer points out that instead great value has been placed upon 
such experiences as student teaching and workshop activities and he 
appears to be critical of this value. He compares the student teacher 
to the young medical student who carries out his first tonsillectomy 
and argues that the student teaching process 4n particular is essen-
tially empirical. 
Meyer also appears to be critical of the research which lies 
1woodring, op. cit., pp. 159-202. 
2Adolphe E. Meyer, An Educational History of the American People 
(New York: McGraw-Hill Book Company, Inc., 1957). 
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behind the professional training of teachers, for he makes reference 
to the multitudes of studies already "embalmed" in stout volumes and 
1 
the number under way. 
Mathewson develops the theme that there is need for exploring 
new avenues in all facets of education due to the advances made by the 
behavioral sciences, the new insights which they provide, and the prob-
2 
lems they are able to identify. 
In reference to the preparation of teachers, he feels that there 
is a serious cultural lag in teacher education programs with regard to 
the problems identified by the behavioral sciences. 
Mathewson recommends that the processes for the selection of 
teacher candidates need to be reviewed and the entire area of teacher 
education should receive renewed attention. He feels that the world 
political situation presents a challenge to American democracy and ed-
ucation and that the challenge can be met by combating previous concepts 
of quantity with those of quality. 
Mathewson concludes that if opportunity is to be seized, the 
policies related to teacher education and all other facets of American 
3 
education need to be reviewed and a bold strategy needs to be adopted. 
Cottrell and his co-authors present what they learned through a. 
study of the member institutions of The American Association of Colleges 
~eyer, op. cit., pp. 385-395. 
2 Robert H. Mathewson, A Strategy for American Education (New 
York: Harper and Brothers, 1957). 
3rbid., pp. 3-10. 
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for Teacher Education during the years 1952 through 1954 . The authors 
report that all member institutions of the association were visited 
for the purpose of assisting each college in an 
ning for the improvement, of its future work in 
evaluation,and in plan-
. 1 teacher preparat~on. 
On the basis of their study of member colleges, the authors 
recommend greater concentration on the academic fields in order to (a) 
make the teacher an enlightened worker in a democratic society, and 
(b) provide the teacher with essential content material needed for in-
structional activities. 
They also recommend that teacher education institutions devote 
more emphasis to the bio-social development of the i ndividual, the 
humanities in the modern world, and the political sciences. The authors 
present suggested course outlines for these areas of study and express 
the opinion that the amount of time devoted to these areas cannot be 
fixed. They do report though that member colleges of AACTE allocate 
an average of 30 to 40 per cent of their time to these areas and the 
2 
remainder of time to professional courses. 
Brameld discusses what he terms the need for "a new educational 
3 
.frontier" and he sets forth the philosophy of reconstructionism. He 
argues that no philosophy of education can meet the needs of modern 
society unless it is interdisciplinary and involves every field of 
knowledge. 
1oonald P. Cottrell, et al., Teacher Education for a Free People 
(Oneonta: The American Association of Colleges for Teacher Education, 1956). 
2Ibid., pp. 84-144. 
3Theodore Brameld, Toward a Reconstructed Philosophy of Educa-
tion (New York: The Dryden Press, 1956). 
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In reference to the preparation of teachers he urges a primary 
concern with the interrelations of the philosophical, psychological, 
and cultural aspects of education. He feels that certain fields have 
been neglected in teacher education; namely, the role of the arts in 
civilization and the teaching of religion on a nonsectarian level. 
Brameld points out that professional schools which have been in-
fluenced by reconstructionist beliefs are very different from the typi-
cal patterns known today and, in teacher education institutions, the 
types of preparation which have been common are largely supplanted. 
He cites that in these teacher education institutions many are prepared 
for service in specialties in which previously there were few teachers; 
for example, specialists in general education, mental hygiene, infant 
care, nursery school teaching, race relations, and workers' education. 
Another of the many issues which Brameld raises is that of the 
freedom of the American teacher. He raises the issue in regard to 
school teachers in general, but it well applies to some issues raised 
in the introduction to the present study. He argues that the .American 
teacher is not free intellectually, economically, politically , socially, 
and even from a religious point of view in that church affiliation is 
often a factor i n job eligibility. 1 
French discusses the interrelationships which he feels exist be-
tween the learner, the teacher, the matter to be taught, and the method 
2 by which it i s taught. 
1Brameld, op. cit., pp. 256-311. 
2william M. French , Education for All (New York: The Odyssey 
Press, 1955). 
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He speaks about the preparation of teachers and feels that there 
is no "royal road" to teacher education but emphasizes the need for 
broad studies in psychology so that the teacher may know the learner. 
In addition, he advocates an emphasis on broad general education. He 
describes the liberally educated person as one who (a) is familiar with 
the elements of good taste, (b) is familiar with the thought of the 
great minds of the ages, (b) understands his cultural heritage, environ-
ment, current social-economic problems, (d) has command of the communi-
cative arts, and (e) can adapt to all situations and environments. 
French expresses the opinion that a good general education is 
not acquired from books alone but rather represents the achievement of 
an open, inquiring mind which seeks to acquire new understandings and 
skills. He states that the teacher's education is never a finished 
process and is always in a state of becoming. He urges teachers to be 
more aware of the world about them and to engage in travel and study 
abroad. 
French also urges teachers to engage in graduate study and urges 
careful selection of the graduate school. He advises that teachers 
ought not take graduate work in the institution in which their under-
graduate work was done, so that they may become familiar with a variety 
1 
of educational philosophies. 
Kenworthy maintains that the task of teachers is to help school 
children to live in the second half of the twentieth century and not 
in some period of yesteryear. He feels that the times demand teachers 
1French, op. cit., pp. 155-166. 
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1 
who have "world horizons." He describes world-minded teachers as in-
dividuals who are (a) integrated persons, (b) expert in democratic 
human relations, (c) rooted in the culture of their own country, (d) 
appreciative of other cultures, (e) informed about the contemporary 
world scene, and (f) dedicated to the creation of a world community. 2 
Kenworthy suggests that a teacher education program can develop 
such classroom teachers if it stresses a study of psychology, philos-
ophy, music, art, and the social sciences. 3 He states that the basic 
test of world-mindedness is the ability of one individual to accept 
other individuals without regard to religion, race, nationality, or 
social status. He recommends that this quality be developed in pro-
spective teachers by providing them with experiences abroad , experi-
ences in the United States with foreign persons, or through audio-visual 
experiences, through study about other countries and cultures, and through 
reading and research. 4 
Wynne discusses what he considers the desirable qualities of ex-
perience, character, and personality for all people and the application 
of these qualities as standards of direction in the development of edu-
5 
cational programs, including the preparation of students for teaching. 
1Leonard S. Kenworthy, World Horizons for Teachers (New York: 
Bureau of Publications, Teachers College, Columbia University, 1952). 
2rbid., pp. 7-20. 
3Ibid., pp. 21-38. 
4 Ibid., pp. 61-81. 
5John P. Wynne, Gene~al Education in Theory and Practice 
(New York: Bookman Associates, 1952). 
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Wynne insists that general education is a primary function of 
all levels, including the elementary school as well as the college. 
In relationship to the preparation of teachers, Wynne maintains that 
all students preparing to teach in the elementary school should have 
a good general education. He states that the courses for such students 
must be designed in a manner which will emphasize a variety of subject 
matter so that their total education will not have gaps and deficien-
cies. In addition, he maintains that elementary education students 
need general education courses which are designed primarily to make 
them more efficient in the subjects they will teach. 
W~9ne recommends course offerings in the following areas: human 
development, psychology, philosophy, fine arts, practical arts, and the 
humanities. ·He suggests that teacher education institutions emphasize 
courses in the philosophy of education in order to be able to better 
deal with the aims of education, which is an area of primary importance 
1 
to the teacher, the pupil, and the community as a whole. 
Rugg surveys the wealth of socio-political and bio-psychological 
developments which have occurred over the last fifty years and applies 
2 
their results to the conduct of education in America. 
He is of the opinion that the Amerfcan school has ignored five 
basic facets of life which he terms "shunned areas." Though Rugg speaks 
in reference to the public school , his accusation might well apply to a 
~ynne, op. cit., pp. 171-192. 
2Harold Rugg, Foundations for American Education (Yonkers-on-
Hudson, New York: World Book Company, 1947). 
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public-supported teachers college. He feels that the school has shunned 
(a) the personal and social facets of work, (b) the areas of sex, love, 
and home life, (c) the problem of inferiority and the building of psy-
chologically strong people, (d) social issues such as the struggle for 
material gain, racial conflict, control of public opinion, and (e) the 
problems presented by various religious moods. 
Rugg states emphatically that if the school is to serve the dem-
ocratic community, these areas must be provided for in order to insure 
the continued health of the community. He urges that all educators 
free themselves from scholastic preconceptions and academic categories 
1 
in order to fulfill this need. 
Kilpatrick analyzes critically the major problems of education 
f db d . "1" t " 2 ace y mo ern c1v1 1za 1on. Among the many problems he discusses, 
he raises some of the issues which were pointed to in the introduction 
to this study; namely, indoctrination, the teaching of controversial 
issues, and academic freedom. 
In reference to these issues, Kilpatrick states that educators 
often care more for the subject matter they teach, or the cause they 
represent, than for human personality and that democracy must refuse 
indoctrination in the prejudice-building sense. 
He argues that the school must recognize the need for continual 
remaking of the existing social order and the study of strengths and 
1Rugg, op. cit., pp. 675-683. 
2william H. Kilpatrick, Philosophy of Education (New York: 
The Macmillan Company, 1951). 
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weaknesses of our society. He feels that no custom or institution can 
be exempt from such study and criticism, which means the free study of 
1 
all pertinent controversial issues. 
He further argues that no teaching is defensible which hides 
from students matters which will help them to think more adequately. 
Kilpatrick endorses the statement put forth in 1941 by the National 
Education Association Committee on Academic Freedom which defines aca-
demic freedom as the freedom to study and learn and to share with others 
the results of study for the good of students, the public, and for the 
2 
proper working of democracy. 
Stanley surveys and clarifies the conditions and conflicts which 
he feels are responsible for the confusion in and about American educa-
3 
tion. The many problems to which he draws attention apply primarily 
to the public schools, but of these problems one in particular appears 
to be well related to public-supported teachers colleges. The partie-
ular problem referred to is, as Stanley points out, that the ultimate 
control of the schools has not been vested in the teaching profession. 
He further points out that the school is the vicar of society and must 
induct the young into the existing culture because of the balance of 
political forces operative in the community. Stanley feels that such 
induction of the youth of the community into the culture as it stands 
1Kilpatrick, op. cit., pp. 121-125. 
2Ibid . , pp. 307-310. 
3william 0. Stanley, Education and Soc i al Integration (New York: 
Bureau of Publications, Teachers College, Columbia University, 1953). 
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can result only in the disintegration of the community. He states that 
1 
this problem represents a major dilemma for modern-day education. 
Havighurst and Neugarten have selected various educational topics 
and problems which they analyze from a sociological viewpoint. They 
examine the place of the educational system in the society which it 
2 
serves. 
They discuss teaching as a choice of occupation and state that 
persons are motivated to enter the profession because teaching fulfills 
many personal psychological and social needs, such as the need for 
. d 3 status, secur~ty, an power. In regard to the social status of the 
teacher, and particularly the teacher's participation in community af- . 
fairs, Havighurst and Neugarten maintain that teachers come from the 
lower-middle and upper-lower classes, which tends to vary their kinds 
of community participation. They feel that the total number of teachers 
who occupy leadership positions in community affairs are few. They 
state that the smaller the community, the more likely that the teacher 
will be active in community affairs . They view teachers as being in-
active in the political and economic affairs of the community and feel 
that this can be attributed to the commonly held attitude that teachers 
should remain neutral in controversial issues. 
Havighurst and his co-author are critical of the community par-
1 Stanley, op. cit., pp. 118-136. 
2Robert J. Havighurst and Bernice L. Neugarten, Society and 
Education (Boston: Allyn and Bacon, Inc., 1957). 
3Ibid., pp. 355-375. 
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ticipant role that is often assigned to teachers, such as during World 
War II when teachers were assigned the task of food-rationing registra-
tion. 
They conclude that teachers are community affairs participants, 
but not as leaders, and their participation is usually restricted to 
1 
the religious, relief-welfare areas. 
McCloskey advances the concept that teachers, administrators , 
and school boards have an opportunity to utilize the massive influence 
of direct personal communication between individuals and groups. He 
urges closer cooperation and greater communication between educators 
2 
and the community for the good of the schools. 
McCloskey discusses the issue of teach~r participation in com-
munity affairs and complains that teachers are reluctant to become in-
volved in community organizations, often becoming isolates. He urges 
that teachers indicate interest in a reasonable number of community 
activities; also that they clarify their willingness to contribute to 
the objectives of certain respected organizations and community projects. 
McCloskey feels that lack of civic work reflects discredit on 
teachers and schools. He does caution, however, about involvement .in 
too many community affairs, which might result in neglect of family or 
personal living. In addition, he urges more extensive relationships be-
3 
tween teachers and local media such as the press, television, and radio. 
1Havighurst and Neugarten, op. cit., pp. 376-400. 
2Gordon McCloskey, Education and Public Understanding (New York: 
Harper and Brothers, 1959). 
3Ibid., pp. 326-329. 
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Survey Studies Allied to the Present Problem 
Further examination of the professional literature indicates 
that a major number of studies or surveys have been carried out in the 
past decade in colleges and universities by advanced graduate students 
researching on the doctoral level in the area of follow-up of education 
majors. 
The following consists of a review of the research studies most 
closely allied to the present problem: 
Davis evaluated a pre-service education program on the basis of 
opinions presented by in-service teachers who were graduates of that 
program. His major concern was to determine the effectiveness of the 
teacher education program at Wayne State University in the areas of ele-
. 1 
mentary and secondary educat~on. 
Davis sent out 946 inquiry forms, of which 454 were returned, 
thus yielding a 47.67 per cent return. Upon the basis of data supplied 
by his respondents, he concluded that the graduates of the teacher edu-
cation program were of the opinion that they had received too little 
instruction in specific methods and techniques. He reported that 40.2 
per cent of his respondents stated that no relationship existed between 
methods courses and student teaching. Over 50.0 per cent of the grad-
uates complained that they had trouble arranging appointments with super-
visors; also, over 50 per cent suggested that students not be placed in 
the laboratory school for student teaching and that all placements be 
1oon E. Davis, "An Evaluation of a Pre-service Program of Teacher 
Education Based Upon the Opinions of In-service Teachers" (unpublished 
Doctoral dissertation, Wayne State University, 1951). 
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made in city schools which, they felt, better met their needs. Fifty 
per cent of the respondents felt that they were not provided with ade-
quate guidance services, and 53.4 per cent stated that education majors 
were not provided with enough free electives. 
Row followed up 144 graduates of the three-year elementary edu-
cation program at West Georgia College, Carrollton, Georgia, in order 
to determine the graduates' opinions concerning the effectiveness of 
their pre-service experiences. His major objective was to provide im-
1 
plications for the improvement of that program. 
Row also utilized an inquiry form as his major tool for collect-
ing his needed data and reported a 77.0 per cent return from the 144 
teachers who had graduated during the years 1941 through 1949. 
He concluded that the majority of the graduates accept positions 
in rural elementary schools in Georgia and tend to remain in their po-
sitions. The majority of the respondents felt that the basic profes-
s i onal background received at West Georgia College adequately prepared 
t hem for t~aching, but they expresse9 the op i nion that the reading of 
professional in-service literature plus good supervision were also nee-
essary for success in teaching. 
Row personally interviewed the employers of a random sampling 
of 50 of the graduates and they ranked the graduates as good or excel -
lent teachers. 
The majority of the graduates stated t hat the major weakness of 
1
william A. Row, "Training Rural Elementary Teachers" (unpub-
lished Doctoral dissertation, New York University, 1952). 
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their undergraduate program was the missing fourth year of college. 
In 1953 Batie carried out an extensive study at the University 
of Washington. Her goals were (a) to contribute data which would aid 
in diagnosing some of the factors which she felt merited study and 
analysis in teacher education at the University of Washington, and (b) 
to offer conclusions and recommendations which could be utilized by the 
1 
university officials for future program revisions and planning. 
Batie forwarded inquiry forms to 880 graduates who had received 
their teaching certificates between the years 1946 through 1950 and who 
had been elementary or secondary education majors. She received 564 
responses. Her respondents consisted of 296 men and 268 women. 
She concluded that 90 per cent of the graduates of the Univer-
sity of Washington remain within the state; that 35 per cent decided 
to teach before they entered college, and that 14.4 per cent had earned 
advanced degrees. Dr. Batie found that 77.3 per cent were teaching at 
the time of the study and only 8.7 per cent had never entered teaching. 
She further concluded that 55.0 per cent spent 30 hours or less per 
week in their classrooms. In reference to community activities, her 
data revealed that 45.9 per cent spent 0 to 5 hours per week, with 6.4 
per cent spending more than 20 hours per week at such activities. She 
found that as of May, 1951 only 8.8 per cent of the elementary school 
teachers were working on a shift basis. The total responses indicated 
that 37 .. 8 per cent were supplementing their incomes from teaching with 
1Harriett V. Batie, "A Diagnostic and Prognostic Analysis of 
Selected Factors in Teacher Training at the University of Washington" 
.(unpublished Doctoral dissertation, University of Washington, 1953). 
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extra jobs. 
In reference to weaknesses in the teacher education program, 
respondents stated that they felt there was a need for observation, 
more directed student teaching, more practical techniques and applica-
tion of theories, plus a greater number of subject matter courses, i.e., 
liberal arts courses. 
Batie reported that the graduates encountered the following dif-
ficulties in their daily classroom teaching situations (in the order of 
frequency): (a) meeting individual differences in large classrooms, 
(b) planning and working with problem children, (c) motivating pupils, 
(d) evaluating pupils, (e) budgeting time, (f) adjusting to limited 
amounts of equipment, (g) discipline and pupil control, and (h) keeping 
records and making reports. 
A follow-up of 1439 graduates of the University of Illinois was 
done by Knox. His study involved the graduates of 1947 and 1949, and 
he obtained data concerning their professional work in which they en-
gag.ed after graduation. His specific interest was to examine some of 
the factors of job satisfaction and dissatisfaction manifested by the 
graduates. Knox's inquity form yielded an 81.0 per cent return. At 
the time of the study, 288 of the 1439 graduates were not in the field 
. 1 
of educat~on. 
Knox felt that the percentage of response, the nature of the free 
1carl W. Knox, "An Investigation of the Job Satisfaction of 
Recent Graduates of the University of Illinois Now Engaged in School 
Teaching and Administration" (unpublished Doctor of Philosophy disserta-
tion, University of Illinois, 1953). 
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response material, and the receptivity of the interviewees, with whom 
he met during a later facet of his study, indicated that responses were 
freely given and can be considered valid, 
On the basis of his data Knox concluded that 78.0 per cent of 
the graduates tend to remain in the state, and the majority of the grad-
uates reside in towns and cities from 1,000 to 50,000 population. He 
found that 52.0 per cent held secondary school teaching jobs and 25.0 
per cent held elementary school positions. Four per cent held admin-
istrative positions. The average salary for all respondents was 
$3,467.80 per year. 
On the basis of all responses received, Knox determined the 20 
most satisfied and the 20 most dissatisfied teachers. He concluded 
that the first group was most satisfied because they liked their work-
ing conditions, they were, as he terms it, tolerant to salary, they uni-
versally agreed that their administrators were qualified personnel and 
supervision was effective, and they felt that they had academic freedom. 
The satisfied group agreed that the community reasonably accepted them 
and few personal restrictions and outside pressures were placed upon 
them. This first group felt that their ideas were always considered by 
administrators and often accepted, and many members of the group were 
aspiring to university and college positions. 
The second group, consisting of the 20 most dissatisfied teachers, 
could not agree as to the prestige value of teaching and tended to feel 
that the prestige factor is low. They suggested that salary schedules 
and promotion procedures need clarification and that more effective 
44 
supervision is needed. They complained that pupil loads are too heavy 
and need reduction and that teachers need to be given the opportunity 
to participate in school planning and policy making. 
Dilley investigated the problems af a group of student teachers 
in elementary education at Indiana University . His purpose was to 
identify and analyze student teaching problems in elementary education 
1 
as an approach to improving the teacher education at this institution. 
The investigation was based on 47 students who were engaged in 
student teaching during the months of September and October, 1952. 
Dilley found that student teachers consider their teaching experiences 
enjoyable and profitable and that their problems tend to be the same in 
number, but of different types, if they are assigned to experienced 
teachers as opposed to inexperienced teachers. He also concluded that 
student teachers have the same number of problems if assigned to the 
university laboratory school or to off-campus schools. Dilley further 
found that previous experiences and contacts with children aid in the 
student teaching experience, that it is profitable for the students to 
discuss their problems with one another, and that students assigned to 
the kindergarten level expressed the wish that they had specialized 
training for that level. In reference to the supervising classroom 
teachers, he concluded that they needed assurance and had a need for 
conferences with the university representatives (university student 
1 Norman E. Dilley, "Problems of a Group of Student Teachers in 
Elementary Education with Implications for the Improvement of Teacher 
Education at Indiana University" (unpublished Doctoral dissertation, 
Indiana University, 1953). 
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teaching supervisors) and that this need seemed to be less with the more 
experienced teachers but that they appeared to be more dogmatic in their 
views. Dilley also concluded that student teachers consider eight weeks 
of student teaching too br i ef an experience and, in addition, they urge 
that classroom supervising teachers have faith and confidence in them 
and offer encouragement. 
McCreery analyzed the student teaching program at Ball State 
Teachers College as it pertains to secondary education ma j ors. He too 
desired to provide a basis for the improvement of that program by col-
lecting from student teachers data which would reflect information re-
garding their activities, problems, and difficulties; also, he invited 
1 
suggestions for program revision. 
McCreery's 50 student teachers felt that the student teaching 
experience was worthwhile but that they should have received more prac-
tical courses in theory and method and that more observation experiences 
ought to be provided prior to student teaching. They further reported 
that most of their participation was in classroom instructional activ-
ities and that they had little participation in community or extra-
curricular activities. They stated that their problems were mostly in-
structional in nature and that they would like. improved personal rela-
tionships be tween themselves and the supervising classroom teachers. 
The student teachers were of the opinion that their program could 
be improved if laboratory experiences were integrated with the theory 
1Gene S . McCreery, "An Analysis of the Student Teaching Program 
in the Secondary Schools at Ball State Teachers College" (unpublished 
Doctoral dissertation, Indiana University, 1953). 
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and methods courses; also, they wanted a clearer definition of the ob-
jectives of student teaching through a cooperative effort of all per-
sonnel involved in the program. They requested a clear definition of 
the functions of student teacher and supervising classroom teacher and 
suggested an in-service program for supervising teachers so that the 
supervising teachers may better understand and assist in the solution 
to problems generally encountered by undergraduates in a student teach-
ing program. 
In 1954 ·Mills concluded a follow-up s~udy based upon the grad-
uates of the Pennsylvania State Teachers Colleges that was somewhat 
unique in nature in that he concerned himself with graduates' opinions 
. 1 in reference to professional eth~cs. 
Mills' study involved the 1949 graduating classes of the 14 
state teacher education institutions in Pennsylvania. He chose a 
sampling of 75 graduates from each institution, thus involving a popu-
lation of 1,050 graduates. Three hundred and fifty graduates responded 
to his inquiry form, thereby yielding a 33.33 per cent return. Of the 
350 respondents, 197 were men and 153 were women. 
On the basis of responses presented, Mills concluded that, as 
of 1953, 53 different codes of ethics were available that had been 
formulated on state levels, plus one that had been developed on a na-
tional level, but none had provisions for enforcement. Mills reports 
1Nelson Mills, "Factors Affecting the Application of Ethical 
Principles by Graduates of State Teachers Colleges of Pennsylvania" 
(unpublished Doctoral dissertation, University of Pittsburgh, 1954). 
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that the respondents indicated that they would like to see enforcement 
of such codes. The graduates stated that they felt the area of ethics 
was sufficiently tangible so that it could be taught as a course, but 
the majority expressed the opinion that incidental teaching of ethics 
in other courses would be preferable to a specific course and that the 
most important teaching consisted of examples set by students' college 
instructors. The graduates, reports Mills, further felt that sufficient 
emphasis upon ethics is not given in college nor in in-service profes-
sional life. Mills stated that 46.9 per cent of the respondents felt 
that teachers were just as ethical as people situated in other profes-
sions. 
Elequin determined the opinions of students, alumni, and faculty 
at Philippine Normal College, Manila, P. I. concerning the effective-
ness of the student personnel services and adequacy of guidance and re-
1 
lated course offerings. 
Elequin questioned 372 lower classmen, 296 upper classmen, 37 
alumni, and 19 faculty members by means of an inquiry form. 
She concluded that the orientation program at the college was 
thought to be valuable by all personnel and they especially liked the 
group conferences with student leaders, the tours of the neighborhood, 
the faculty-student informal get-togethers, the orientation course for 
freshmen and transfer students, the student handbooks, the lectures on 
1Eleanor T. Elequin, "A Study of the Effectiveness of the Student 
Personnel Services and Adequacy of Guidance and Related Course Offerings 
for Teacher Training at Philippine Normal College" (unpublished Doctoral 
dissertation, Michigan State College, 1954). 
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college rules and regulations, and the convocations. Elequin found 
that the alumni tended to utilize the counseling services offered by 
the office of the dean of student affairs to a greater degree than all 
undergraduate students; also, that the majority of all personnel in-
volved in the study felt that the student government association, social 
organizations, school publications, and the athletic programs are most 
valuable. She further concluded that the student body felt that medi-
cal dispensary services met existing needs but, in addition, psychi-
atric and emergency hospital services should be made available. Ele-
quin pointed out that faculty was not in agreement with the majority 
of the student body in reference to placement services in that the 
student body suggested the establishment of a placement office that 
would offer a variety of placement services other than professional 
placement; the faculty disagreed with this. 
With regard to the guidance and professional course offerings, 
Elequin concluded that three fourths of the students felt that these 
courses needed to be made more functional, and the students suggested 
that this could be accomplished by more adequate audio-visual aids, up-
to-date references, observation of actual cases (i.e., more case studies), 
field trips to community agencies and institutions. Also, they argued 
that Filipino standards must be considered in place of American standards. 
Wade studied the 1951 and 1952 teacher graduates of Florida State 
University in order to determine their status in the profession, their 
evaluations of their pre-service experiences and to invite comparisons 
. 1 between student teaching and in-service teach~ng. 
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Her investigation involved elementary and secondary education 
majors. She forwarded 797 inquiry forms to which she received 690 re-
sponses, thereby obtaining an 86 . 6 per cent return. 
Wade found that half of her respondents came from families in 
which one or both parents had attended college and that more than half 
came from families with three or more children. She also found that 
70 per cent of the respondents entered teaching immediately after grad-
uation and that about half of the non-teachers planned to enter teach-
ing at a later date but that only 50 per cent of all respondents planned 
to remain in teaching. She further concluded that 40 per cent began 
teaching in their own communities ~nd nearness to home was the most 
frequent reason given for teaching in a particular school . Wade stated 
that most of the graduates reported no community restrictions that 
would not be imposed on other upstanding members of society; also, she 
reported regular church attendance for the respondents, but that less 
than half were engaged in adult community activities such as out-of-
school youth groups. She reported that almost all respondents had con-
siderable academic freedom and that 75 per cent agreed with the educa-
tional philosophies of their schools. In regard to their professional 
preparation, Wade concluded that 80 per cent of the graduates felt that 
methods courses are vital and must be made more interesting and meaning-
ful, that their general methods courses needed reorganization and that 
1Ivey M. Wade, "A Study of Teacher-Graduates of Florida State 
University for the Years 1951 and 1952" (unpublished Doctoral disser-
tation, Florida State University, 1954). 
50 
more observations ought to be provided prior to student teaching. 
Wade stated that in reference to the difference between student teach-
ing and in-service teaching most graduates felt that in-service teach-
ing was a more rewarding experience because it offered increased re-
sponsibilities, greater personal satisfaction, and better pupil atti-
tude. 
Lane followed up elementary education graduates of the State 
University of New York Teachers College at Brockport for the purpose 
of identifying beginning elementary teachers' problems so that the 
future incidence of such problems could be reduced; also, to use such 
1 problems as a basis for program revision. 
By means of an inquiry form Lane questioned 106 graduates of the 
Class of 1953 and their administrators. Seventy-three of the graduates 
responded, yielding a 69 per cent return; of the 106 administrators, 
59 responded, yielding a 56 per cent return. The graduates reported a 
total of 383 problems. 
On the basis of the 383 problems reported by graduates, Lane was 
able to establish 20 problem area categories which encompassed all the 
problems. The 20 categories were: non-disciplinary provisions for 
children, classroom control (discipline), methods of teaching, pupil 
evaluation, providing educational activities, classroom planning, re-
source materials, attendance registers, classroom organization, provid-
1Frank T. Lane, "A Study of the Professional Problems Recognized 
by Beginning Teachers and Their Implications for a Program of Teacher 
Education (at State University of New York Teachers College at Brock-
port" (unpublished Doctoral dissertation, New York University, 1954). 
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ing for exceptional children, obtaining adequate materials and equip-
ment, clerical duties, daily scheduling, covering curriculum content, 
interpersonal relations, P.T.A., pacing, opening day and week, and pro-
fessional behavior and ethics. 
Lane reported that responses presented by administrators indi-
cated three areas with which they were most concerned: discipline, 
providing educational activities, and classroom planning. 
He also reported that responses presented by both beginning 
teachers and administrators indicated that both groups felt that the 
graduates' college preparation was at fault for the majority of the 
problems, but that it was not at fault because of omission of informa-
tion but rather because of ineffective inclusion of information in pro-
fessional courses. 
Lane further indicated that the administrators felt that they 
could contribute greater aid towHrd the development of beginning teachers 
by better aiding the teachers in the areas of: providing for excep-
tional children, materials and equipment, clerical duties, daily sched-
uling and handling of curriculum content. 
He also concluded that the problems of teacher-parent relations, 
opening day and week, and professional behavior and ethics were not 
severe because their incidence was negligible. 
Evans investigated the difficulties facing student teachers and 
beginning teachers who had graduated from Alabama State College, for 
the purpose of determining which classroom activities presented prob-
lems to these teachers and which problems presented themselves most 
1 
frequently. 
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Her investigation involved 30 beginning teachers who had grad-
uated in 1952 and were in their first year of teaching during the 1952-
1953 academic year and 30 student teachers who were engaged in student 
teaching during the same academic year. Evans utilized the personal 
interview as her technique for gathering data. 
The 60 personnel participating in this study reported 228 types 
of difficulties, with a total frequency count of 1,434. The ten out-
standing types of problems were as follows: adapting materials to the 
various ability levels, keeping pupils interested, meeting the needs of 
pupi ls, obtaining materials, motivating pupils, varying teaching tech-
niques, keeping pupils from talking (discipline), caring for materials 
when space is short, keeping rooms comfortable and clean without jani-
torial help, and evaluating pupils. 
Evans concluded that beginning teachers have more problems than 
student teachers, that the student teachers reported problems which 
only they experience, such as nervousness and anxiety as to their ac-
ceptance as teachers, and that princ ipals and critic teachers often do 
not recognize that student teachers and beginning teachers are experi-
encing problems. She further concluded that the subjects of her study 
were not as well equipped professionally as might be desired, that more 
intensive professional training was needed in methods of teaching, that 
1
zelia S. Evans, "A Study of Difficulties Encountered by Selected 
Student Teachers and Beginning Teachers of the Elementary Division of 
Alabama State College with Implications for the Teacher Education Pro-
gram" (unpublished Doctoral dissertation, University of Michigan, 1955). 
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student teachers were not taking advantage of all the opportunities for 
professional development, and that many of the subjects interviewed 
lacked the personal qualities necessary for teaching success for she felt 
that many problems could be traced to personality problems and implied 
the need for personality trait modificat i on on the part of many of the 
subjects. 
Milheim was also interested in the area of professional problems 
and investigated the professional difficulties experienced by teachers 
who had graduated from the Miami University School of Education from 
1946 to 1954. His objective was to determine and analyze these grad-
1 
uates' problems. 
By means of an inquiry form, Milhe im surveyed 1,350 graduates 
who represented both elementary and secondary education majors and ques-
tioned them as to their professional problems; 865 graduates responded. 
The ten highest ranking problems reported by the graduates were 
as follows: providing for individual differences, adapting instruction 
to the needs of the class, developing techniques and procedures for over -
coming children's problems, discovering children's interests, selecting 
materials geared to the children's ability levels, developing respon-
sibility for self-direction on the part of the pupils, classroom disci-
pline, developing social behavior concepts, securing adequate supplies 
and materials, and encouraging the children to help in classroom planning. 
1Robert P. Milheim, "A Study o f the Professional Problems of 
Teachers Graduated from the School of Education of Miami University 
from 1946 to 1954" (unpublished Doctoral dissertation, Northwestern 
University, 1955). 
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Milheim questioned the graduates as to the sources of their 
problems and he was able to arrive at seven major sources, which are 
as follows: -administrative policies of the school, lack of experience, 
size of class, community factors, undergraduate professional education, 
teaching load, and lack of opportunities for in-service training. 
He concluded that the men reported three times as many problems 
as the women, that both the men and women agreed as to the sources o f 
their problems, and that length of teaching experience or marital status 
had no relationship to the number, kinds, or sources of problems. He 
also concluded that the graduates who had expressed the greatest dis-
satisfaction with the undergraduate program and those others who were 
dissatisfied with their teaching positions both experienced the larg-
est number of problems. 
Another investigator who researched in the area of graduates' 
in-service problems was Penix. He identified the problems of kinder-
garten, primary, and intermediate grade teacher graduates of the School 
of Education at Northwestern University who had graduated from 1951 
1 
through 1954. 
Penix forwarded 464 inquiry forms to which 299 graduates re-
sponded, thereby yielding a 67.2 per cent return. On the basis of data 
pre sented by the respondents he was able to establish ten outstanding 
problems for all respondents: providing for individual differences, 
1 
Findlay C. Penix, "A Study of the Problems of Kindergarten, Pri-
mary, and Middle Grade Teachers Who Were Graduated from the School of 
Education, Northwestern University, from 1951 through 1954" (unpub-
lished Docto r of Philosophy dissertation, Northwestern University, 1955). 
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planning and preparation, discipline, evaluation and reporting pupil 
growth, knowledge of grade level of texts and materials, size of class, 
physical facilities of school and classroom, adequate knowledge in con-
tent fields, pupil motivation, and utilizing group processes in the 
classroom. 
Penix concluded that there was no relationship between the num-
ber of problems experienced by graduates and their year of graduation, 
length of teaching experience, or grade level taught; also, that there 
was little relationship between problems relating to classroom planning 
and preparation and the number of undergraduate methods courses com-
pleted or the pattern of student teaching. He concluded that some first 
year problems such as providing for individual differences and evaluat-
ing pupil growth persisted in spite of the acquisition of additional 
experience. He found that the most frequently reported problems re-
lated to the teaching-learning process of children and that similar 
problems existed for all teachers, but that there was considerable dif-
ference of opinion as to the importance of the various problems on the 
part of kindergarten teachers. He stated that very few personal prob-
lems were reported. 
Carter carried out a detailed study based upon interviews with 
30 beginning art teachers who graduated from Indiana University during 
1950, 1951, and 1952 and 12 beginning teachers in the field of art from 
other colleges, as well as interviews with the administrators or super-
visors of each teacher in order to determine the teachers' problems and 
thereby provide a bas i s for undergraduate program revision which would 
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ultimately contribute to the improvement of teaching art in elementary 
1 
and secondary schools. 
Carter's beginning teachers reported 406 problems, of which 172 
were related to instruction and classroom management, 83 were due to 
shortages of materials and equ±pment, 77 were related to the use of in-
structional materials and audio-visual aids, 57 were concerned with 
out-of-school relationships with pupils and fellow teachers, adminis-
trators, and the community as a whole, 12 were related to the area of 
professional growth, and 5 were in connection with a second subject be-
i ng taught by some of the art teachers . 
Carter found seven problems common to 25 per cent of all the 
teachers: lack of ideas for art activities, not enough time in which 
to plan .activities, discipline, proper distribution and care of mate-
rials, evaluation of pupil growth, l i mited storage space, and limited 
amounts of equipment. 
Carter reported that the admi nistrators presented 152 problems 
that they felt the teachers were suffering from, of which 56 were re -
lated to classroom instruction and management, 39 were in reference to 
classroom physical conditions, proper use of materials and supplies, 
instructional materials and audio-visual aids, 36 referred to relation-
ships with pupils, teachers, administrators, and the community as a 
whole, and 21 problems dealt with educational goals, professional zeal, 
~artha R. Carter, "A Study of the Problems of Beginning Art 
Teachers as Related to Learning Experiences in the Methods Courses and 
in Student Teaching at Indiana University" (unpublished Doctoral dis-
sertation, Indiana University, 1955) . 
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and school policy. 
She concluded that the undergraduate methods courses must pro-
vide a more adequate treatment of some aspects of each of the follow -
ing areas: curriculum development, classroom planning, classroom man-
agement and control, teaching techniques, evaluation of pupil growth, 
use of art supplies and instructional materials, teacher relationships, 
and community relationships. 
In reference to student teaching, Carter concluded that it must 
more adequately treat the areas of: planning activities, classroom 
management and control, evaluation of pupil growth, teacher-pupil and 
teacher-community relationships . 
Zulauf carried out a follow-up study of beginning secondary ed-
ucation teachers who graduated from Northern Illinois State Teachers 
College in 1952, 1953, and 1954 and were teaching above grade six in 
1 
Illinois. 
Zulauf's study involved a sampling of 41 graduates and 38 prin-
cipals from whom he gathered data by means of the interview technique. 
The graduates were questioned in reference to: teaching responsibil-
ities, professional plans, community activities, difficulties experi-
enced, adequacy of college services, value of professional courses, and 
value of courses outside of the education department. The principals 
were questioned in regard to strengths and weaknesses of the graduates, 
1 Romeo M. Zulauf, "An Appraisal of Selected Aspects of a Teacher 
Education Program at the Northern Ill inois State Teachers College Based 
upon a Follow-up Inquiry of Beginning Secondary School Teachers" (un-
published Doctoral dissertation, Indiana University, 1956). 
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difficulties encountered, and the graduates' attitudes toward super-
vision. 
He . found that two out of five of the graduates were teaching in 
junior high schools and were teaching subjects which were out of their 
major or minor field of concentration in college; that the majority had 
done some studying on the graduate level; that the majority did not 
live in the communities where they were employed and therefore did not 
participate in the social and civic activitie·s of those communities. 
Zulauf also found that the graduates did not attribute many of their 
difficulties to deficiencies in their own attitudes and traits as did 
their principals, for they related the majority of their problems to 
community environment. He reported that the graduates' major problem 
was that they did not receive adequate supervision from principals and 
they suggested that the college provide such a service for recent grad-
uates. Zulauf stated that the principals concluded that in general 
the teachers were satisfactory . He further reported that the graduates 
felt that the college services were adequate and student teaching was 
the most valuable professional expe rience; but 91 per cent of the grad-
uates felt that the professional courses in general failed to meet be-
ginning needs for they did not provide specific applications of theory 
in a laboratory setting and that the courses in other departments were 
the most valuable. Zulauf commented that the graduates judged the courses 
in terms of the usefulness of the knowledge gained, the personal satis-
faction derived from such knowledge, and the effectiveness with which 
instructors stimulated interest. 
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Schaffer studied secondary education graduates of nine teachers 
colleges in Wisconsin in order to determine their difficulties and 
thereby provide a basis for program revision. 1 
He forwarded inquiry forms to 900 graduates who had majored in 
secondary education and graduated during the years 1948 through 1955. 
Seventy per cent of the graduates responded and he made comparisons be-
tween the responses of graduates with a maximum of two years' teaching 
experience with those of graduates with a minimum of eight years' teach-
ing experience, 
He found that 50 per cent of all respondents experienced diffi-
culty in the following areas: providing for individual differences, 
helping pupils to develop critical thinking ability, motivating pupils, 
coping with a heavy teaching load. He found that of the eight-year 
teachers 80 per cent had problems in the areas of providing for indi-
vidual differences and helping pupils to develop critical thinking abil-
ity; 64 per cent of the two-year teachers expressed these same two prob-
lems. Schaffer reported that the majority of the graduates suggested 
that education courses be made more functional and less theoretical and 
that more student teaching be provided. He pointed out that of all re-
spondents only 6.03 per cent had the opportunity to student teach on a 
full-day basis for 8 to 16 weeks, that 50 per cent student taught for 
one hour per day for varying lengths of time, and that 25 per cent stu-
1Isaac W. Schaffer, "A Study of the Persistency in the Teaching 
Profession of Secondary Education Graduates of Nine Wisconsin State 
Colleges" (unpublished Doctor of Philosophy dissertation, Northwestern 
University, 1956). 
60 
dent taught on a half-day basis for 8 to 16 weeks. 
Christensen evaluated the secondary education program at the 
University of Oregon, working on the assumption that many insights 
could be gained by determining students' opinions as to the effective-
1 
ness of their professional preparation. 
He forwarded a ten-page inquiry form to 246 graduates who rep-
resented the graduating classes of 1952 through 1955. These graduates 
responded to items which invited evaluations of (a) the curriculum, and 
(b) instructors and instructional procedures. Christensen was able to 
obtain responses from 225, or 91.4 per cent, of the graduates. 
He concluded that graduates regard student teaching as the most 
valuable experience, but that education courses tend to overlap too 
much. He reported that the graduates felt a need for observation ex-
periences prior to student teaching and felt that their preparation was 
inadequate in the areas of discipline techniques, guidance, evaluation, 
records, parent-teacher conferences, opening of school, supply requisi-
tioning, directing out-of-class activities, faculty meetings, and pro-
fessional organization meetings. 
Christensen also reported that graduates were satisfied with the 
personnel services made available to them except placement services in 
that the placement office d{d not offer them enough data in reference 
to communities and vacancies. 
He further concluded that graduates were of the opinion that 
1
nean C. Christensen, "An Evaluation of the Secondary Teacher 
Education Program at the University of Oregon" (unpublished Doctoral 
dissertation, University of Oregon, 1957). 
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student teaching supervisors were of no help, that the methods courses 
were made valuable or invaluable because of interest created or not 
created by the individual instructors involved, and that discussion 
and informal lecture were the most valuable teaching approaches in which 
methods course instructors could engage. 
The secondary education program at Philippine Union College was 
appraised by Manalaysay in 1957. He based his investigation upon 91 
graduates who had graduated during the years 1951 through 1956 and upon 
26 of the graduates' principals. He forwarded inquiry forms to each 
group, obtaining a 75.8 per cent return from the graduates and a 96.1 
f h . . 1 1 per ·cent return rom t e pr1nc1pa s. 
He reported that the graduates felt that methods courses were 
valuable and that student teaching was the most valuable preparatory 
experience; also, graduates suggested that student teaching be performed 
off-campus and that some student teaching should be done in fields out-
side the student's major area. 
Manalaysay concluded that the graduates felt they had good com-
mand of subject matter, that they were highly ethical people, and that 
their problems as beginning teachers were related strictly to instruc-
tional situations, such as lacking knowledge in the use of audio-visual 
material and equipment. He further concluded that the princjpals were 
in complete agreement with the graduates in reference to these points. 
1Raquel S. Manalaysay, "An Appraisal of Selected Aspects of the 
Teacher Education Program at Philippine Union College" (unpublished 
Doctoral dissertation, Indiana University, 1957). 
62 
Vesey carried out a follow-up study of beginning secondary school 
teachers who were graduates of the College of Education at Ohio State 
University in order to determine the effectiveness of the undergraduate 
program. She based her study upon 57 graduates who had graduated during 
the years 1953 through 1956, including the principals of the graduates. 
She gathered her data by means of inquiry form and personal interviews 
1 
with the personnel concerned. 
Vesey concluded that the graduates considered themselves highly 
effective teachers, the administrators were satisfied with the profes-
sional quality of the graduates, and the majority of the graduates were 
satisfied with their positions. 
She was also interested in the graduates' problems and dissatis -
factions and reported that the graduates were least secure in the areas 
of providing for individual differences, discipline, varying teaching 
methods and materials, and that they also felt a need for more subject 
matter courses, more special methods courses, and a course in school 
administration. 
In addition, Vesey reported that graduates considered student 
teaching as the most valuable professional course and felt that other 
methods courses ought to provide more practical experiences. 
Bethel studied the student teaching program in elementary educa-
tion at the University of Omaha in order to appraise its strengths and 
weaknesses. She gathered her data by means of an inquiry form which 
~rgaret A. Vesey, "A Field Follow-up Study of Beginning 
Secondary -School Teachers" (unpublished Doctor of Philosophy disserta-
tion, Ohio State University, 1957). 
63 
she forwarded to a sampling of graduates of the years 1954 through 
1956, the principals of the graduates, and the cooperating classroom 
teachers who had supervised the graduates during their student teach-
ing program. A total of 326 personnel were involved in the study, of 
. 1 
whom 286, or 88 per cent, responded. 
On the basis of the responses, Bethel concluded that during stu-
dent teaching undergraduates need more opportunity to work with long-
range units of work, aid children in developing skills of self-disci-
pline, work with various ability groups, teach the entire class at one 
time without the presence of the regular classroom teacher, and partici-
pate in community activities. 
She further concluded that a student teaching handbook was needed, 
that students should have more observation experiences prior to student 
teaching, that a campus laboratory school was needed; also, that pre-
student teaching workshops should be established and that visits should 
be made to a school before student teaching for orientation purposes. 
Fitch investigated the persistence of difficulties encountered 
by beginning teachers and also carried out an appraisal of selected as-
pects of a teacher education program by means of a follow-up study of 
2 
secondary education graduates of Ball State Teachers College. 
His study is based upon a comparison of difficulties reported 
' 
1Hollie B. Bethel, "A Study of the Student Teaching Program in 
Elementary Education at the University of Omaha" (unpublished Doctoral 
dissertation, University of Colorado, 1957). 
2Franklin G. Fitch, "A Follow-up Study of a Selected Group of 
Ball State Teachers College Graduates" (unpublished Doctoral disserta-
tion, Indiana University, 1958). 
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in an inquiry form by 38 experienced teachers in 1958 with difficulties 
that they had reported as first-year teachers in 1951. The 38 experi-
enced teachers also evaluated their undergraduate professional program 
at Ball State Teachers College. 
Fitch conci uded that in 1958 the graduates had less problems re-
lated to adjusting to age level, personal characteristics and background 
of teacher, establishing r'apport with pupils, discipline and developing 
desirable habits of pupils. Fitch found that in 1958 there was an in-
crease in difficulties related to size of class, number of classes, and 
instructional activities. 
Fitch reported that in general the graduates found the undergrad-
uate program to be effective, but that courses in general education and 
psychology did not offer practical experiences. 
In 1958 Haynes studied the elementary education program at Memphis 
State University for the purpose of analyzing the problems of selected 
1 graduates and appraising the undergraduate program. 
He based his investigation upon 38 graduates of the 1957 class, 
in addition to 30 principals and 7 supervisors of the graduates. He 
obtained his data by forwarding an inquiry form to each group. 
Haynes concluded that the in-service problems confronting the 
graduates consisted of maintaining discipline, understanding and plan-
ning with pupils, maintaining records, making reports, directing extra-
curricular activities, and counseling pupils. 
1Albert F. Haynes, "A Study o f Undergraduate Professional Edu-
cation at Memphis State University" (unpublished Doctoral dissertation, 
University of Tennessee, 1958). 
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According to Haynes, the graduates felt that student teaching 
was valuable but that the college supervisors did not offer enough 
help in the areas of evaluation, grade reporting, planning with pupils, 
and use of standardized tests; also, that they had an insufficient num-
ber of contacts with the supervisors while student teaching. 
Haynes further reported that the graduates were of the opinion 
that in general the methods courses needed to be more realistic, that 
the experiences they provided were contrived and artificial, and that 
the personal, educational, and vocational guidance services for under-
graduates needed to be improved. 
Mudge followed up the secondary education graduates of Farming-
ton State Teachers College in order to collect data that would help to 
provide a basis for curriculum revision and also would present the at-
1 
titudes and needs of alumni in terms of in-service experiences. 
He forwarded inquiry forms to the 212 secondary education grad-
uates of 1957, of whom 166, or 78 per cent, responded. He also sent 
inquiry forms to the 166 superintendents of the responding graduates, 
of whom 142, or 86 per cent, replied. The superintendents evaluated 
the graduates. 
Mudge reported that the graduates felt that student teaching 
was valuable, but that in general they were not permitted to assume 
much responsibility during student teaching, and that their courses in 
mathematics, the sciences, and fine arts were lacking in content matter. 
1 John E. Mudge, "A Follow-up Study of In-service Graduates of 
Farmington (Maine) State Teachers College" (Unpublished Doctoral dis-
sertation, Cornell University, 1958). 
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He also reported that the graduates were faced with the class-
room problems of poor discipline, lack of self-confidence, and diffi -
culty in planning. 
As revealed by this study, the superintendents felt that the 
graduates were able to arouse pupil interests and had adequate subject 
matter knowledge, but that their professional attitudes were poor, 
their classroom discipline was poor, and t hey ·lacked a knowledge or 
understanding of their individual school ' s philosophy. 
In 1959 Telecky appraised the undergraduate professional pro-
gram in teacher education at Westminster College in order to make 
. . 1 
recommendations for program rev~s~on. 
He based his study upon the evaluations presented by a sampling 
of 41 elementary and secondary education graduates who had graduated 
during the years 1956 through 1958. 
Telecky concluded that the graduates felt there was duplication 
and overlapping of subject matter in the education courses, that there 
was little opportunity to develop competency in the areas of measure-
ment and evaluation, informal procedures, record keeping, and reporting 
to parents. 
He also reported that the graduates felt that more observation 
was needed prior to student teaching, that student teaching experiences 
ought to be provided in more than one subject or grade , that there is a 
1John S. Telecky, "An Appraisal of the Undergraduate Profes -
sional Program in Teacher Education at Westminster College, Salt Lake 
City, Utah" (unpublished Doctoral dissertation, University of Utah, 
1959). 
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lack of emphasis in parent-teacher and community relationships, and 
that greater cooperative planning ought to take place between the col-
lege student teaching supervisors and the cooperating classroom teachers. 
Telecky recommended greater intercommunication between education 
faculty members and the setting up of machinery for a guidance and coun-
seling program. 
Baikie, researching on a state department of education level, 
carried out an extensive study for the State of New York in which she 
followed up the 1949 graduates of the .eleven State University of New 
York Teachers Colleges. Her study was of a census nature for she in-
vestigated how many graduates entered teaching, how long they stayed 
in the profession, and the causative factors involved in their leaving 
1 
the profession. 
She forwarded inquiry forms to the 2,494 teachers college grad-
uates of 1949 and received replies from 1,655, representing a 66 per 
cent return. 
Baikie found that four years after graduation 1,064 graduates, 
or 64 per cent·, were teaching and 591, or 36 per cent of the reporting 
graduates, were not teaching. She also found that, of the reporting 
group, 12 per cent had never entered teaching and 52 per cent had been 
teaching for the full four years. In addition, her findings revealed 
that the remainder of the responding graduates, representing more than 
33 per cent, had been in and out of the profession since graduation 
1Edith T. Baikie, "Follow-up of 1949 Graduates of the Eleven 
State University of New York Teachers Co l leges" (Albany: Division of 
Research, State University of New York, 1953). Mimeographed. 
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from college and had been practicing the profession for one, two, or 
three years. 
Her data further revealed that of the 591 graduates who were not 
teaching, 408, or 69 per cent, suggested that they might teach at a 
future date, and 200 graduates stated that they may begin to teach 
within a future seven-year period. 
Baikie found that 10 per cent, or 101 graduates, were teaching 
out of New York State, that the rest of the teaching graduates were 
within the state, and that of the 963 employed within the state 49 per 
cent were situated in public elementary schools, 11 per cent in public 
junior high schools, 28 per cent in public high schools, 4.6 per cent 
in school administrative positions, 4.5 per cent in special school po-
sitions, 2.2 per cent in other than regular public schools, and 1.2 per 
cent were located in colleges. 
In reference to areas of specialization, Baikie revealed that 
general elementary education was the major area for the greatest num-
ber, 625 graduates, or 38 per cent; also, that three other areas were 
substantially represented, namely, health and physical education, with 
241 graduates; industrial arts, with 204 graduates; and secondary edu-
cation, with 201 graduates. 
Baikie advised that marriage and children were the principal 
reasons listed for leaving the profession and accounted for 50 per cent 
of the loss in the entire non-teaching group and 70 per cent of the 
women, and that inadequate salary was listed as the reason for leaving 
teaching by only 8 per cent of the entire group but by over 26 per cent 
of the men. 
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Smith studied and reported the problems encountered by 87 female 
graduates of the secondary education program at Syracuse University 
who had graduated during 1945 and 1946. 1 At the time, Smith was a mem-
ber of the university's committee on curriculum and he felt that such 
data would aid in strengthening the curriculum. 
He utilized an inquiry form which each teacher filled out one 
month after beginning teaching and again two weeks before the end of 
the school year. Each teacher ranked the seriousness of 38 possible 
problems which he presented to the graduates. Ranking was carried out 
on a six-point scale, with the number six indicating the least serious 
problems. 
Smith found that the nine most serious problems were: under-
standing the nature of boys and girls, little opportunity for contact 
with other adults, problems with administration officials, general 
frustration with adults of the community, dissatisfaction with the phys-
ical aspects of the community, feeling of overwork, lack of training 
in teaching techniques and methodology, lack of subject-matter prepara-
tion, and frustration with physical equipment. 
Wey reported the difficulties encountered by 85 first-year 
teachers who graduated in 1951 from the secondary education program at 
2 
Appalachian State Teachers College, Boone, North Carolina. 
1Henry P. Smith, "Study of the Problems of Beginning Teachers," 
Educational Administration and Supervision, XXXVI (May, 1950), 257-264. 
2Herbert W. Wey, "Why Do Beginning Teachers Fail?" National 
Association of Secondary School Principals Bulletin, XXXV (October, 
1951), 55-62. 
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The graduates agreed to report their problems during three dif-
ferent intervals of their first year of teaching. Wey was thus able 
to collect a total of 2,537 general types of problems which he classi-
fied into the following three general areas: problems related to per-
sonal characteristics, problems related to instructional activities, 
and problems related to community environment and relationships. 
Wey reported that 78 per cent of all problems were in the gen-
eral area of instructional activities; 17 per cent were related to 
personal deficiencies, and 3 per cent were related to environment. 
Wey advised that he further divided the three general categories 
into 55 specific types of difficulties and that 47.2 per cent of all 
difficulties fell into only 8 of the 55 specific types. 
He reported the eight specific difficulties, ranked in descend-
ing order of the number of times reported, were as follows: problems 
of pupil control and discipline (270 times), deficiencies in school 
equipment (234 times), teaching assignment (179 times), adapting to 
pupil needs (127 times), motivating pupils (116 times), keeping records 
and making reports (90 times), teaching techniques (86 times), andre-
lationships with the administration (80 times). 
Summary of Related Research 
An examination of the research, carried out in the past decade, 
in the area of follow-up of education graduates suggests that graduates 
tend to be of the opinion that, in general, the undergraduate profes-
sional programs are valuable but that most methods courses need to offer 
more practical instruction in specific methods and techniques and, at 
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times, overlap and duplicate one another in subject matter; also, grad-
uates feel that methods courses need to be more realistic and interest-
ing and the experiences they provide are often contrived and artificial. 
The majority of graduates feel that student teaching is the most 
valuable professional course or experience provided, but that more ob-
servation experiences ought to be provided prior to student teaching 
and that eight weeks of student teaching are not sufficient . The grad-
uates suggest a minimum of one semester of student teaching on two or 
more grade levels, preferably in off-campus city schools. The graduates 
also argue that little relationship exists between methods courses and 
student teaching and suggest that the two should be integrated . 
Many graduates suggest that during the student teaching period 
the student teacher should be permitted to assume greater responsibility 
and that student teachers need more participation in community and extra-
curricular activities. 
Large numbers of graduates complain that they had difficulty in 
arranging appointments with the college supervisors and that the super-
visors should offer more help; also, that the roles of the student 
teacher, the classroom supervising teacher, and the college supervisor 
need to be more clearly defined so that a better understanding of one 
another's functions may exist on the part of all involved in the stu-
dent teaching program. 
The majority of graduates recommend that a need exists for more 
liberal arts subjects and would like to see a more extensive system of 
free elective courses in the liberal arts. 
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It is worthwhile to note that much research has been carried out 
in reference to the general in-service status of education graduates, 
especially concerning the specific problems and difficulties that they 
face in the daily teaching situation and the relationship that exists 
between these problems and their pre-service preparation for teaching. 
The research suggests that the majority of graduates enter 
teaching after graduation and tend to remain in the profession and 
teach in their native states. Of those who leave the profession , the 
majority are women who leave to marry and raise a family, and the men 
who leave are usually motivated to do so because of the low salaries 
offered by teaching. 
In reference to graduates' in-service teaching problems, the 
most frequent ' are in the areas of discipline, methods of teaching, meet -
ing individual differences and needs, pupil motivation, evaluation, 
classroom organization and .planning, keeping of records, interpersonal 
relationships, and the lack of adequate supplies and materials. The 
graduates recommend that pre-service methods courses must provide a 
more adequate treatment of these areas. 
In general, the graduates consider themselves to be effective 
teachers and find teaching professionally satisfying; also, the admin-
istrators tend to be satisfied with the teaching abilities of the 
graduates. 
The related research further ind i cates that graduates who are 
satisfied with their teaching positions tend to be individuals who, in 
I 
general, like their working conditions, are tolerant to the salary, feel 
73 
that their administrators are qualified personnel, find the supervision 
effective; also, they feel that they have academic freedom, the commun-
ity accepts them, they experience few personal restrictions or outs i de 
pressures, and the administrators consider and often accept their i deas. 
On the other hand, graduates who are dissatisfied with teaching 
disagree on the prestige value of teaching, feel that salary schedules 
and promotion procedures need clarification, and claim a need for more 
effective supervision; also, they state that the pupil load is too 
heavy and that teachers need to participate in school planning and pol-
icy making. 
The allied studies in the area of follow-up suggest that those 
teachers who are most dissatisfied with the undergraduate program and 
their teaching positions - tend to be those who have the greatest number 
of in-service problems and difficulties. 
In reference to personnel services appearing in the pre-service 
program, many of the graduates recommended improvement in the personal, 
vocational , and educational services provided for them as undergraduates 
and, more specifically, the guidance and p l acement services. 
CHAPTER III 
PROCEDURE 
Construction of the Inquiry Form 
The general purpose of the study was to reveal the status of the 
elementary education graduates of the State Teachers College at Boston 
and their opinions concerning the effectiveness of their pre-service 
professional experiences. Therefore, the first problem was that of 
developing an inquiry form to reveal such status and opinions. 
Careful consideration was given in the construction of the in-
strument to items suggested as important by an intensive review of 
existing follow-up studies allied to the present problem. In addition, 
the administration and faculty of the college were invited to present 
items emphasized by the elementary education program and related to the 
above purpose. 
Validation of the Inquiry Instrument 
The content of the inquiry instrument was validated by means of 
the "jury of experts" technique. The jury was comprised of (a) faculty 
members of the college, (b) faculty personnel of other teacher educa-
tion institutions, and (c) administrators of teacher education insti-
tutions. 
The faculty personnel of other teacher education institutions 
and the administrators of such colleges were comprised of officers, 
executive committee members, and committee chairmen of the Association 
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for Student Teaching and state liaison representatives of the American 
Association of Colleges for Teacher Education. The geographic scope 
of the jury was national. 
Copies of the preliminary inquiry form were submitted to members 
of the jury for their evaluation, and after these copies were returned 
a faculty meeting was called at the college to provide for open discus-
sion of the contents of the inquiry form. As a result of the criticism 
revealed by both of these procedures, the inquiry form was revised for 
a preliminary try-out to determine clarity of items and adequacy of area 
coverage as revealed by a sample of the graduates. 
This latter procedure resulted in other revisions which led to 
a final form of the instrument and administration of the final form to 
the proposed population. 
Selection of the Sample 
The population involved in the study was comprised of all ele-
mentary education graduates of the years 1956 through 1959 consisting 
of 517 subjects, of whom 82 were male and 435 were female. 
Prior to September 1, 1952 the State Teachers College at Boston, 
under the Massachusetts Department of Education, was known as the 
Teachers College of the City of Boston, under the administrative con-
trol of the City of Boston School Department. At that time, revisions 
of the professional elementary education curriculum had been made by 
the state in preparation for the college's transition to state sponsor-
ship. 
/ 
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When, in more recent times, the administration of the college 
again indicated a desire to revise the professional elementary education 
curriculum as an aid to expansion plans which included the introduction 
of a liberal arts degree program, it was decided to involve the above-
described graduates in the present study inasmuch as the classes of 
1956 through 1959 represent graduates of the institution since its es-
tablishment as a state sponsored college. 
Reliability of the Inquiry Instrument 
The reliability of the inquiry instrument was determined by means 
of successive administrations of the instrument to a sub-sample chosen 
at random from the elementary education majors in the class of 1961. 
The reliability of the inquiry form is indicated in Tables I and 
II. 
It can be noted from Table I that the course entitled Introduc-
tion to Education was not marked, as the members of the class of 1961 
did not participate in this course. A ~ore detailed discussion of this 
course appears in Chapter IV. 
As can be seen from Table I, in several cases the per cent of 
respondents marking items the same, first administration vs . second ad-
ministration, was as high as possible and in no case went below 73.91 
per cent; thus, it may not be unreasonable to assume that, to the ex-
tent that reliability can be determined for any instrument of this type, 
the present instrument may be regarded as having a high degree of cor-
respondence, first administration vs. second administration. 
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TABLE I 
PER CENT OF AGREEMENT, BY ITEMS, 
FIRST ADMINISTRATION VS. SECOND ADMINISTRATION 
No. of Re- Per Cent of 
Inquiry Form spondents Respondents 
Section II-- Item Subject Marking Item Marking Item 
Item Number the Same the Same 
(N = 23) (N = 23) 
1 College supervisory visits 22 95.65 
2 Supervision by classroom 
teacher 23 100.00 
3 Student teaching seminar 22 95.65 
4 Total student teaching 23 100.00 
5 General Psychology 17 73.91 
6 Educational Psychology 18 78.26 
7 Child Growth 18 78.26 
8 Introduction to Education 
9. Communicative Arts--Reading 21 91.30 
10 Communicative Arts--Language 20 86.96 
ll Science Methods 19 82.61 
12 Social Studies Methods 20 86.96 
13 Educational Measurement 23 100.00 
14 Principles of Teaching 18 78.26 
15 Art Methods 22 95.65 
16 Mathematics Methods 23 100.00 
17 Music Methods 22 95.65 
18 All education courses 17 73.91 
20 The College 17 73.91 
Table II discusses the per cent of agreement, by respondents, 
first administration vs. second administration. 
It can be noted from Table II that at least three respondents 
marked all items the same 100 per cent of the time, first administration 
vs. second administration. 
At the other end o f the scale there were four cases in which the 
items were marked the same 77.78 per cent of the time. 
TABLE II 
PER CENT OF AGREEMENT, BY RESPONDENTS, 
FIRST ADMINISTRATION VS. SECOND ADMINISTRATION 
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Number of Cases 
Number of Items 
Marked the Same 
(N = 18) 
Per Cent of Items 
Marked the Same 
(N = 18) 
3 
6 
7 
3 
4 
18 
17 
16 
15 
14 
100.00 
94.44 
88.89 
83.33 
77.78 
It would appear that there was a strong tendency for subjects 
to mark the instrument in relatively the same manner both times. 
Treatment of Data 
The data derived from the responses of the total population to 
the various items within the inquiry form were approached on the basis 
of two major categories, as follows: 
1. Status of the elementary education graduates. 
2. Opinions of the elementary education graduates concerning 
the value and effectiveness of their undergraduate profes-
sional courses and experiences. 
The data within each category were treated in the following 
manner: 
1. Status of the elementary education graduates 
a. Tables were constructed listing number and per cent of 
respondents' answer s to each item within this category. 
b. When applicable, comments made by respondents and reasons 
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for their choices were listed and accompanied by an indi-
cation of frequency of occurrence. 
2. Opinions of the elementary education graduates concerning the 
value and effectiveness of their undergraduate professional 
courses and experiences 
a. Tables were constructed showing the number and per cent of 
respondents making choices at the extremes of the scale 
for items in this category. 
b. Reasons for the choices were listed and accompanied by an 
indication of frequency of occurrence . 
c. For the graduates of 1959, correlation coefficients were 
established between opinion about the college's undergrad-
uate professional program and each of the following vari -
ables: 
(1) Academic achievement (grade point average and student 
teaching grade) 
(2) Intelligence 
(3) National Teacher Examination scores (optional exam-
ination and common examination score) 
(4) Minnesota Teacher Attitude Inventory score. 
The data derived f r om the graduates' tota l responses were 
examined as to their relationship to the findings of studies allied to 
the present pr oblem. 
CHAPTER IV 
ANALYSIS AND INTERPRETATION OF THE DATA 
Description o f the Total Sample 
The study involved the elementary education graduates of 1956 
through 1959 of the State Teachers College at Boston . The numbers and 
percentages of the graduates of these years who participated in the 
study are presented in Table III. During the above four-year period 
a total of 517 elementary education majors graduated from the college, 
of whom 82 (15.86 per cent) were men and 435 (84.14 per cent) were 
women. 
The male enrollment in the elementary education department of 
the college has been smaller than the female enrollment because the 
majority of men entening the college have been attracted to the in-
dustrial arts and junior high school programs. 
Copies of the inquiry form (see Appendix) were forwarded to the 
517 elementary education graduates, of whom 331 (64.02 per cent) re-
sponded. Well over one half of the men (48, or 58.54 per cent) responded 
and nearly two thirds of the women (283, or 65.06 per cent) completed 
and returned their inquiry forms. 
As can be seen from Table III, the largest per cent of returns 
was from the graduates of 1958 and 1959. Possibly this was due to the 
fact that the wr~ter supervised many of these graduates during their 
student teachi ng and this prior relationship contributed to a greater 
return for these years. 
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TABLE III 
NUMBERS AND PERCENTAGES OF ELEMENTARY EDUCATION GRADUATES WHO PARTICIPATED IN THE STUDY 
Total Total No. of Male Graduates Female Grads. 
Class No. of Male Graduates Female Graduates Graduates Res:eonding Res:eonding 
Grads. No. % No. % Responding No. % No. % 
1956 78 14 17.95 64 82.05 37 6 42.86 31 48.44 
1957 129 17 13.18 112 86.82 55 8 47.06 47 41.96 
1958 193 48 24. 87 145 75.13 122 31 64.58 91 62.76 
19j9 117 3 2.56 114 97.44 117 3 100.00 114 100.00 
Totals 517 82 15.86 435 84.14 331 48 58.54 283 65.06 
Total 
Per Cent 
of Grads. 
Res:eonding 
47.44 
42.64 
63.21 
100.00 
64.02 
00 
~ 
82 
The age and marital status of the respondents are presented in 
Tables IV and V. As shown in Table IV, the total age range of the re-
spondents was 20 to 46 years and the mean age was 23 . 82 years. The 
male respondents as a group were 3.68 years older than the female re-
spondents, with a total male mean age of 26.33 years and a total female 
mean age of 22.65 years. 
Class 
1956 
1957 
1958 
1959 
Totals 
TABLE IV 
AGE DATA OF ELEMENTARY EDUCATION GRADUATES 
WHO PARTICIPATED IN THE STUDY 
Total Total Male Male Female 
Age Mean Age Mean Age 
Range Age Range Age Range 
23-30 24.81 24 - 29 25 . 50 23-30 
22 - 36 24.13 23-35 28.13 22-36 
21-46 24 . 14 22-45 26.39 21-46 
20-42 21.41 21-25 22.67 20-42 
20-46 23.82 21-45 26 . 33 20-46 
Female 
Mean 
Age 
24.65 
23 .45 
23.37 
21.19 
22.65 
This difference in age suggests that the men tended not to enter 
the college directly from high school. An examination of admissions 
records indicates that a large n~ber of men saw active military ser-
vice prior to their college entrance and others previously explored a 
variety of work experiences. In turn, the exploration of other work 
experiences may be an indicat ion that for some male graduates teaching 
was not a first choice of occupation. 
Table V reveals that over three fourths of the graduates were 
not married a~ the time they responded. Over two thirds of the male 
l·lean 
l'!f' of 
Class r e -
sponu -
ents 
1956 24 .81 
1957 24 .13 
1958 24 .14 
1959 21.41 
... ota1s 
2) .82 
TABLE V 
SUl·IMARY OF AGE AND l•IARITAL STATUS OF EID·lENTARY EDUCATI ON GRADUA'rES IillO PAR'I'ICIPATED IN 'l'HE STUDY 
Total Total Per Total Per No . of' No . of Per No . of Per No . of No . of Per No . of Per 
no . of no . of cent of no . of cent of male single cent of marri ed cent of f emale single cent of married cent of 
re - single si ngl e marri ed married r e - males single males marr i ed r e - females s i ngle females marr ied 
spond - r e - r e - r e - r e - spond- males males spond- femal es females 
ents spond- spond- spond- spond - ent s ents 
ents ents ents ents 
37 26 70 . 27 11 29 .73 6 4 66 .67 2 33 . 33 31 22 70 .97 9 29 .03 
55 32 58 .18 23 4Le2 8 5 62 . 50 3 37 . 50 47 27 57 .45 20 42 . 55 
122 88 72 .13 34 27 .87 31 22 70 .97 9 29 .03 91 66 72 . 53 25 27 . 47 
117 105 89 .74 12 10 . 26 3 2 66 . 67 1 33 . 33 111+ 103 90 · 35 11 s, . 65 
331 251 75 .83 8o 24 .17 48 33 68 .75 15 31 . 25 283 218 77 .03 65 C:2 . 'j( 
CXl 
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respondents were single and well over three fourths of the female grad-
uates were unmarried. 
Status of the Elementary Education Graduates 
The first of the goals involved in the purpose of the present 
study was to collect, organize, and interpret data relating to the 
status of the elementary education graduates. 
The majority of items appearing in Section I of the inquiry form 
utilized in the study were constructed for the purpose of gaining in-
sights into the graduates• status. These items were as follows: 
Did You Enter Teaching Immediately After Graduation?--Table VI 
describes the responses to this item. Of the 331 elementary education 
graduates who responded, 304 (91.84 per cent) answered in the affirma-
tive. 
Thirty-eight (79.17 per cent) of the 48 male respondents re-
ported entry into teaching immediately after graduation; of the 283 
female respondents, 266 (93.99 per cent) also reported such entry. 
Table VII represents a breakdown, by year, sex, and number, of 
the 27 graduates (8.16 per cent) who responded that they did not enter 
• teaching immediately after graduation and includes the reasons or fac-
tors that caused them not to enter the profession, as well as the oc-
cupations they pursued instead of teaching. 
Table VII suggests that in the case of the women graduates mar-
riage was the major factor which accounted for their not entering teach-
ing immediately after graduation . In the case of the men, military ser-
Cl:J.S!3 
1956 
1957 
1958 
1959 
'Iotals 
TABLE VI 
SU:·IHARY OF RE3POHSES 'I'O QUESTION EH'l'ITLED: DID YOU ENTER TEACHI NG IMMEDIATELY AFI'ER GRADUA'l'ION? 
'Iot a l No of No . of Total Per Total Per No . of Per No . of Per No . of Per No . of Per 
no . of male female no . of cent of no . of cent of male cent of male cent of female cent of female cent of 
rcspond. r espond respond YES YES NO NO YES male NO re - male YES re - female NO re- female 
re- r e - re- re- re - YES re- sponses NO re- sponses YES re- sponses No re-
sponses sponses sponses ·sponses sponses sponses sponses sponses sponses 
37 6 31 32 86 .49 5 13 .51 3 50 .00 3 50 .00 29 93 ·55 2 6.45 
55 8 47 48 87 .27 7 12 .73 6 75 .00 2 25 .00 42 89 .36 5 10 .64 
122 31 91 112 91.8o 10 8.20 27 87 .10 4 12 .90 85 93 .41 6 6.59 
117 3 114 112 95 ·73 5 lf.27 2 66 .67 1 33 ·33 110 96 .49 4 3·51 
331 48 283 304 91.84 27 8.16 38 79.17 10 20 .83 266 93 ·99 17 6.01 
CX> 
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vice and low teacher salaries strongly contributed toward keeping them 
from entering the profession after graduation. 
TABLE · VII 
DESCRIPTION OF GRADUATES WHO DID NOT ENTER TEACHING 
IMMEDIATELY AFTER GRADUATION 
No. Who Occupation 
Sex Did Not Reasons for Not No. 0 ffer ing Other Than 
Enter Entering Teaching Same Reason Teaching 
Tea chin 
1956 
Male 3 Drafted 1 Soldier 
Enlisted in Navy 1 Navy officer 
Low pay 1 Management 
Female 2 Marriage 1 Housewife 
J o ined Telephone Co. 1 Operator 
1957 
Male 2 Drafted 2 Soldier 
Female 5 Marriage 4 Housewife 
Graduate study 1 Student 
1958 
Male 4 Disliked teaching 1 Salesman 
Low pay 1 Postal clerk 
Entered a seminary 1 Seminarian 
Graduate study 1 Student 
Female 6 Marriage 4 Housewife 
Disliked teaching 1 Actuary 
No desire to teach 1 Bank clerk 
1959 
Male 1 Low pay 1 Hotel manager 
Female 4 Marriage 2 Housewife 
Low pay 1 Secretary 
Disliked elementary 
school 1 Student 
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Are You Now Teaching?--Table VIII details the responses to this 
question. Of the 331 respondents, 292 (88.22 per cent) answered YES 
to this item. 
Somewhat less than three fourths of the 48 male respondents, or 
34 (70.83 per cent) reported YES; of the 283 female respondents, 258 
(91.17 per cent) responded in the affirmative. 
Table IX discusses the reasons that the 39 graduates (11.78 per 
cent) who were not teaching, at the time of the i r response, presented 
for not being engaged in the profession, as well as the activities or 
occupations that these non-teaching graduates were pursui gg. 
Again, in the case of the women graduates marriage appeared to 
be the major reason accounting for their not teaching, and in the case 
of the men military service and low teacher salaries once more were 
influencing factors. 
It is worthwhile to note that at this time only two respondents, 
one man and one woman, were not teaching because of a dislike for the 
profession. Later paragraphs will present the issue of " job satisfac-
tion." 
The data presented in Tables VI and VIII demonstrate that the 
men were less likely than the women to pursue the teaching profession, 
but as a group the large majority of elementary education graduates 
generally tended to devote themselves to the teaching profession. 
Also, it is valuable to note that t he data in Tables VI and VIII 
appear to be well related to the faculty appraisals of the student body 
within the college that were discussed in the introduction to the study. 
Cl.1.SS 
1;15l; 
1~'57 
1>!:.,8 
lj)) 
'.:.·otals 
'li\131.:. VIII 
SUl•lllARY OF RESPONS.C.:S '10 QUE:J'IIOH Eil'II'lLED: ARE YOU NOli ':LEACHING? 
'l'otal No . of Ho . of 'l'otal Per Total Per No . of Per No . of Per No . of Per No of Per 
no . of male female no . of cent of no . of cent of male cent of male cent of female cent of female cent of 
r espond.respona.respond. YES YES re - NO re - NO re - YES r e - male NO re - male YES re - female NO re - female 
rc- sponses sponscs sponscs sponses YES re - sponses NO re - sponses YES r e - sponses NO re -
Dponses spon::;es sponses sponses sponses 
37 6 31 29 78 . 38 8 21.62 5 83 . 33 1 16 . 67 24 77 . 42 7 22 . 58 
55 8 1+7 JJo 87 .zr 7 12 .73 6 75 .00 2 25 .00 1,2 89 . 36 5 10 .64 
122 31 91 . 101 82 .7:) 21 17 . 21 23 74 .19 8 25 .81 78 85 .71 13 14 . 2> 
117 3 11'. 111, 97 .44 j 2 . 56 0 J 3 100 .00 114 100 .00 0 0 
.)31 :,6 283 292 88 . 22 .)') 11.78 3!1 70 .83 14 29 .17 258 Sl.l7 25 8 .83 
00 
00 
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TABLE IX 
DESCRIPTION OF GRADUATES WHO WERE NOT TEACHING 
AT THE TIME THEY RESPONDED TO THE INQUIRY FORM 
No. Who Reasons for Not No. Offering Occupation 
Sex Were Not Teaching Same Reason Other Than 
Teaching Teaching 
1956 
Male 1 Low pay 1 Insurance man 
Female 7 Marriage 7 Housewife 
1957 
Male 2 Drafted 1 Soldier 
Graduate study 1 Student 
Female 5 Low pay 1 Secretary 
Marriage 4 Housewife 
1958 
Male 8 Drafted 4 Soldier 
Disliked teaching 1 Salesman 
Low pay 1 Postal clerk 
Entered a seminary 1 Seminarian 
Graduate study 1 Student 
Female 13 Marriage 9 Housew,:itfe 
Low pay 1 Bank clerk 
Just wanted a degree 1 Housewife 
Poor health 1 None 
Disliked teaching 1 Secretary 
1959 
Male 3 Drafted 2 Soldier 
Low pay 1 Hotel manager 
Female 0 
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It will be recalled that faculty opinion suggested that the 
students represented the lower socio-economic classes within the com-
munity and that teaching would provide them with an opportunity to ac-
quire a social and economic status they previously had not enjoyed. 
It is suspected that this feeling of social and ecanomic well-
being strongly accounts for the attraction to teaching demonstrated by 
the relatively high percentage of graduates. 
Under the heading Are You Now Teaching? graduates also were re-
quested to report salary data if they were teaching so that their yearly 
salary ranges and median salaries could be established. 
Table X lists the salary data by graduating class; also included 
are the median yearly salary ranges of all elementary school teachers 
in the Commonwealth of Massachusetts for the years discussed in the 
1 
study, based on a report by Pitkin. 
Class 
1956 
1957 
1958 
1959 
TABLE X 
YEARLY SALARY RANGES 
Yearly Salary Median Yearly Median Massachusetts 
Range Salary Yearly Salary Range 
2880 - 5280 4279 3100 - 4800 
3500 - 4950 4051 3400 - 5200 
2880 - 5200 3849 3600 - 5500 
3600 - 4400 3912 3800 - 5500 
From Table X it can be noted that the range of salaries re-
ceived by the respondents who were teaching compared, in general, less 
1Fred Pitkin, "Current Salary Schedules," Massachusetts Teacher, 
XL (November, 1960), 10. 
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favorably to the median ranges for the entire state of Massachusetts. 
These data suggest that (a) either the graduates happened to have ob-
tained positions in the lower-paying communities, or (b) only the ad-
ministrators of lower-paying communities were willing to hire them. 
It should be noted that the relatively low yearly salary of 
$2880 appearing in Table X for the classes of 1956 and 1958 were re -
ported by two respondents, one for each year , who were teaching in the 
City of Boston on a per diem basis; that is , they were teachers who had 
not sought a regular appointment and were serving technically as sub-
stitute teachers but were teaching every day of the 180-day school year 
at a per diem rate of sixteen dollars. 
If these two teachers at the $2880 figure had not been involved 
i n the present study, the range for 1956 would have been $3900 to $5280 
and for 1958 it would have been $3400 to $5200; nevertheless, the total 
sample of graduates still would have remained below the median state 
salary quotations. 
In addition to the salary issue, data pertaining to "grade or 
sub j ects taught" also were sought under the inquiry form i tem ent i tled 
Are You Now Teaching? 
Table XI lists by class the number of respondents teaching at 
each grade level. 
Of the 292 graduates who reported that they were teaching at the 
time of their response to the inquiry form, 59 (20.21 per cent) had 
been members of the "kindergarten-primary" program at the college and 
233 (79.79 per cent) had been participants in the so-called "regular" 
Class 'l'otal 'lotal Total 
no . of no . in no . in 
re - k -prim. elem. 
spond - program ed. 
ents pr ogram 
teach -
i 
1956 29 5 24 
1957 48 10 38 
1~58 101 4 97 
1959 114 40 74 
'l:Jtals 292 59 233 
20 . 21~; 79 . 7CJl, 
'IABLE ..<:I 
DIS'l'RIBU'IION OF GRADE LEVELS 'IAUGH'I' BY RESPONDEN'I'S 
GRADE LEVELS AND NUMBER OF TEACHERS AT EACH LEVEL 
Grade Gr ade Grade Grade Grade Grade Grade Grade Grade Grade Grade 
ki nder -
garten 1 2 3 4 5 6 7 8 9 1() 
2 8 5 4 5 0 3 0 0 0 1 
4 12 6 5 7 11 1 1 0 0 1 
3 23 17 12 10 15 15 4 1 1 0 
20 17 16 19 15 16 11 0 0 0 0 
29 6o 44 40 37 42 30 5 1 1 2 
Kindergraten -Primary level Intermediate level Secondary School level 
173 Graduates 109 Graduates 9 Graduates 
or or or 
59 . 25 per cent 37 . 33 per cent 3 .08 per cent 
Grade Grad<-
11 12 
0 0 
0 0 
0 I) 
0 L) 
0 0 
Grade 
l)OSt 
secona -
c.;.ry 
school 
1 
IJ 
(J 
(.o 
1 
Naval 
Instr . 
1 t?;ro.clu-
cte or 
. )f,' 
\0 
N 
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elementary education program. 
Actually, bo.th programs prepare for teaching in the elementary 
school. The major difference between the two is that the kindergarten-
primary program places special emphasis on the kindergarten and grades 
one through three and attracts an average of about 20 undergraduate 
students per year. The regular program places equal emphasis on grades 
one through six and attracts the large majority of elementary education 
majors. 
It can be seen in Table XI that 173 (59.25 per cent) of the 292 
graduates employed as teachers were teaching at the kindergarten-primary 
l eve l and only 109 (37.33 per cent) were teaching at the intermediate 
level of the elementary school. 
These data may well indicate that the majority of graduates 
purposely avoid teaching at the intermediate level; also, they may sug-
gest feelings of incompetency for intermediate level teaching on the 
part of the graduates or their administrators. Possibly the kindergarten-
primary level represents the level for which many teachers were needed 
during the years involved in the study. 
No attempt was made here to di fferentiate the male grade place-
ment from the female grade placement because (a) men are not accepted 
into the kindergarten-primary program, and (b) the initial goal was to 
be able to view grade placement o f the graduates on a general "kinder-
garten-primary level" versus "intermediate level" basis. 
Also under the inquiry form item Are You Now Teaching? appeared 
the factors of "c i ty and state" and "population of city. 11 The objec-
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tives here were to determine whether or not the graduates tended to 
remain in the Commonwealth of Massachusetts, and the size of the com-
munities in which they were teaching. 
In general, the graduates tended to remain in Massachusetts. 
Of the 292 graduates who were teaching, only 15 (5.14 per cent) were 
teaching out of state. Table XII details the out-of-state placement. 
Class 
1956 
1957 
1958 
1959 
TABLE XII 
GRADUATES TEACHING OUT OF STATE 
No. of Graduates 
Teaching 
Out of State 
2 
6 
4 
3 
No. Teaching in 
City and State City and State 
Newport, R. I. 1 
San Diego, Calif. 1 
Buffalo, N. Y. 1 
Greenwich, Conn. 1. 
La Puente, Calif. 1 
San Diego, Calif. 2 
St. Paul, Minn; 1 
Bakersfield, Calif. 2 
San Diego, Calif. 2 
San Antonio, Texas 1 
San Diego, Calif. 2 
As can be seen from Table XI I, California attracted several 
graduates. This is due to the recruitment visits that are paid to the 
college each year by several California administrators. 
Examination of the graduates' responses and placement office 
records reveals that of the 277 graduates (94.86 per cent) teaching in 
Massachusetts, almost three fourths (207 graduates) were teaching either 
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in the City of Boston or within an approximate 20-mile radius of Boston. 
Earlier discussion in Chapter I with reference to the historical 
and religious characteristics of the college pointed out that the col-
lege had been under the administrative control of the City of Boston 
for one hundred years. It was also pointed out that over 75 per cent 
of the 98 faculty personnel are members of the Roman Catholic Church. 
The college is an in-city commuters' school which draws students 
from the metropolitan area of Boston. Catholicism is the predominant 
faith in the Boston area and the majority of the students within the 
college tend to be of Catholic persuasion. Therefore, these data sug-
gest a religious bond between the college, its student body, and the 
Boston metropolitan area which may well provide a basis for encouraging 
the large majority of graduates to seek teaching positions in the Com-
monwealth of Massachusetts and specifically within the Boston area. 
In reference to the "population of city" factor, the graduates 
were teaching in communities which ranged in population from 50,000 to 
800,000 and this suggests that the graduates avoided small towns. Again, 
this may be related to the religious factor because, particularly in 
Massachusetts, the heaviest concentration of Catholics appears to be in 
the metropolitan areas of the state. 
If You Are Now Teaching Are You Satisfied With Your Teaching 
Position?--Table XIII details the responses to this item. 
The graduates were requested to respond in terms of "definitely 
yes," "mostly yes," "mostly no," or "definitely no." 
TABLE XIII 
l 
;::;u;: lAFY OF R.t:SPOIJ::>EJ TO QUESTION ENTITLED: IF YOU ARE NOW 'lEACHING ARE YOU SATISFIED \liTH YOUR TEACHING POSITION ? 
Class 'l'oi..al Ho . No . 
no . r e - mal e JOB SA'l'ISFACTION AS EXPRESSED BY MALE RESPONDENTS female JOB SATISFACTION AS EXPRESSED BY FEMALE RESPONDENf S 
1:?56 
1957 
l;J5J 
1959 
r~otc.ls 
-.;pond - r e - IJo . Per No . Per No . Per No . Per re - No . Per 
cnts spond- D/Yes Cent M/Yes Cent M/No Cent D/No Cent spond- D/Yes Cent 
noH ents D/Yes M/Yes M/No D/No ents D/Yes 
t each . llOH now 
teach . teach . 
29 5 2 L>O. OO 3 6o .oo o· 0 0 0 24 14 58 . 33 
48 6 3 50 . 00 3 50 .00 0 0 0 0 42 25 59 · 52 
101 23 9 39 . 13 ll L>7 . 83 3 13 .04 0 0 78 L16 58 . 97 
llif I) 0 0 0 0 0 0 0 0 ll~ 86 75 .44 
292 3L> l li ~1 . 18 17 50 .00 3 8 .82 0 0 258 171 66 . 28 
1 
Hc:ad in~ ".bbr eviations are defined as f ollmrs : D/Yes 
l·l,IYes 
M/No 
D/No 
- Definitely Yes 
- Mostly Yes 
- Hostly No 
- Definitely No 
No . Per No . Per No . Per 
M/Yes Cent M/No Cent D/No Cent 
N/Yes M/No D/No 
10 41.67 0 0 0 0 
15 35 .71 2 4 . 77 0 0 
29 37 .18 3 3 . 85 0 0 
23 20 .18 5 L> . 38 0 0 
77 29 .84 10 3 . 8() 0 0 
\0 
(j\ 
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Of the 34 male respondents who were teaching, 14 (41.18 per cent) 
answered "definitely yes" and 17 (50.00 per cent) answered "mostly yes." 
Only 3 (8.82 per cent) reported "mostly no" and none replied "definitely 
no." 
Of the 258 female respondents who were teaching, 171 (66.28 per 
cent) replied "definitely yes" and 77 (29.84 per cent) replied "mostly 
yes," with only 10 (3.88 per cent) replying "mostly no." As in the 
case of the male respondents, none of the women reported "definitely 
no." 
Table XIV summarizes by numbers and percentages the graduates' 
job satisfaction responses on a collective "satisfied versus dissatis-
fied" basis; that is, all "definitely yes" and "mostly yes" responses 
presented in Table XIII were grouped together for each graduating class. 
Negative responses were treated in the same manner. 
Class 
1956 
1957 
1958 
1959 
Totals 
TABLE XIV 
A SUMMARY, BY NUMBERS AND PERCENTAGES, OF TEACHERS 
WHO ARE SATISFIED AND DISSATISFIED WITH THEIR POSITIONS 
Total No. Total No. .Per Cent Total No. Per Cent 
Respond- Satisfied Satisfied Dis sat is- Dissatis-
ents Now Respond- Respond- fied Re- fied Re-
Teaching ents ents spondents spondents 
29 29 100.00 0 0 
48 46 95.83 2 4.17 
101 95 94.06 6 5.94 
114 109 95.61 5 4.39 
292 279 95.55 13 4.45 
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As can be seen from Table XIV, 279 (95.55 per cent) of the 292 
respondents who were teacning expressed satisfaction with their teach-
ing positions and only 13 (4.45 per cent) reported dissatisfaction. 
It further can be noted from Table XIV that each graduating class re-
ported a high percentage of job satisfaction. 
Table XV makes a comparison, by percentages, of male and female 
job satisfaction responses. The male respondents expressed a slightly 
lesser degree of job satisfaction than the female respondents; that is, 
91.18 per cent of the male respondents reported satisfaction with their 
positions as compared to 96.12 per cent of the women who were satisfied. 
Class 
1956 
1957 
1958 
1959 
Totals 
TABLE XV 
A COMPARISON, BY PERCENTAGES, OF MALE AND FEMALE 
JOB SATISFACTION RESPONSES 
Per Cent Per Cent Per Cent Per Cent 
of Male of Female of Male of Female 
Responses Responses Responses Responses 
in YES in YES in NO in NO 
Category Category Category Category 
100.00 100.00 0 0 
100.00 95.23 0 4. 77 
86.96 96.15 13.04 3.85 
0 95.62 0 4.38 
91.18 96.12 8.82 3.88 
The graduates reported a variety of factors or reasons which 
they felt contributed to the i r job satisfaction. Table XVI presents, 
by year and sex, the reasons they presented. For the purpose of con-
ciseness, the variety of reasons were classified or categorized and 
are reported with the number of respondents who presented reasons be-
• 
longing to each category. 
Sex 
1956 
Male 
Female 
1957 
Male 
Female 
1958 
Male 
Female 
TABLE XVI 
REASONS FOR TEACHING SATISFACTION 
No. of 
Sat isfied 
Respondents 
5 
24 
6 
40 
20 
75 
Categorical Reason 
Cooperative principal, teachers, 
and parents 
A challenging occupation 
Cooperative pupils 
Cooperative principal, teachers, 
and parents 
Like the grade level 
Promise of pay increases 
Cooperative pupils 
Like working with children 
Like the grade level 
Pleasant school physical conditions 
Helpful supervisors 
Academic freedom 
A challenging occupation 
Teaching offers job security 
Promise of pay increases 
Good pay and fringe benefits 
Located in a new building 
Like the grade level 
Like working with children 
Cooperative principal, teachers, 
and parents 
Pleasant school physical conditions 
Academic freedom 
Good pay and fringe benefits 
Very little supervision 
Many referral services for' pupils 
Extracurricular activities stressed 
School is near home 
(concluded on next page) 
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No . Offering 
Same Reason 
3 
2 
11 
8 
5 
4 
2 
16 
7 
6 
4 
4 
3 
9 
6 
3 
2 
19 
13 
8 
8 
7 
7 
5 
4 
2 
2 
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TABLE XVI (concluded) 
No. of No. Offering 
Sex Satisfied Categorical Reason Same Reason 
Respondents 
1959 
Male 0 
Female 109 Cooperative pupils 17 
No discipline problems 13 
Plenty of supplies 12 
Like working with children 11 
Academic freedom 9 
Like the grade level 9 
Pleasant school physical conditions 8 
A challenging occupation 7 
Better than an office j ob 6 
Helpful supervisors 5 
Good pay for a woman 5 
Fellow teachers are young 4 
School in heart of city 3 
From the data presented in Table XVI it can be seen that in 
general the male teachers derived satisfaction from their prospects of 
pay increases and j ob security, whereas the women tended to derive 
satisfaction from working with children , liking the grade level taught, 
pupil cooperation, principal-teacher-parent cooperation, pleasant phys-
ical conditions, academic freedom, and absence of discipline problems. 
As reported above, only 13 respondents expressed dissatisfaction 
with their teaching jobs. Table XVII presents the reasons that these 
graduates set forth as the bases for their dissatisfaction. 
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TABLE XVII 
REASONS FOR TEACHING DISSATISFACTION 
No. of Dis- No. Offering 
Sex satisfied Categorical Reason Same Reason 
Respondents 
1956 
Male 0 
Female 0 
1957 
Male 0 
Female 2 Dislike the grade level 2 
1958 
Male 3 School far from home 1 
Poor pay 1 
Dislike the administration 1 
Female 3 Poor supervision 1 
Children have low l.Q. IS 1 
Dislike the principal 1 
1959 
Male 0 
Female 5 Dislike the grade level 2 
Parents uncooperative 2 
Poor pay 1 
There did not appear to be any one reason or factor that caused 
the 13 teachers to be dissatisfied with their positions. As shown in 
Table XVII, several factors provided bases for dissatisfaction: dis-
liking the grade level taught, teaching in a school far from home, poor 
pay, disliking the administration, having to work with children of 
lower intellectual levels, and lack of cooperation from parents. 
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If You Are Now Teaching Do You Plan to Remain in the Teaching 
Profession?--Table XVIII presents a summary of the responses to this 
question. Graduates were again requested to respond in terms of "def-
initely yes," "mostly yes," "mostly no," and "definitely no." 
Of the 34 male respondents who were teaching, 22 (64.71 per cent) 
responded "definitely yes" and 12 (35.29 per cent) answered "mostly 
yes." None of the male respondents reported negatively. 
Of the 258 female respondents who were teaching, 110 (42.64 per 
cent) answered "definitely yes" and 108 (41.86 per cent) answered 
"mostly yes." Twenty-four (9.30 per cent) replied "mostly no" and 16 
(6. 20 per cent) replied "definitely no." 
Table XIX summarizes, by numbers and percentages, the grad-
uates' plans or intent to remain in the teaching profession on a "pos-
itive intent versus negative intent" basis. For each class all "def-
initely yes" and "mostly yes" responses presented in Table XVIII were 
grouped together; negative responses were treated in the same manner. 
TABLE XVIII 
SUilllARY OF lllicllOHSE;J '10 .,UESTION ENTITLBD : IF YOU J\RE NCM TEACHING DO YOU PLAN '1 0 RE11AI N IN Tllli 'lEACHING PROFB::iSIOi(? 
Class 'l'otal No . I NTENI' TO REMAIN Hl THE TEACHING No . I NTENT TO REMAirl I N THE TEACHING 
no . mal e PROFESSION AS EXPRESSED BY MALE RESPONDENTS female PROFESSION AS EXPRESSED BY FEl·lALE RE::iPONDEN'I3 
re - r e - No . Per No. Per No . Per No . Per r e - No . Per No . Per No Per Ilo . Per 
spond - spond- D/Yes Cent M/Yes Cent tv' No Cent D/No Dent spond - D/Yes Cent ~l/Yes Cent ~1/No Cent D/ No Cent 
ents ents D/Yes M/Yes M/ No D/No ents D/Yes lVYes M/No D/ Ho 
now now now 
teach . tea ch . t each . 
1956 29 5 2 40 . 00 3 6o .oo 0 0 0 0 24 8 33 . 33 10 1rl.67 q 16 . 67 2 8 . 53 
1957 lJS 6 5 83-33 1 16 . 67 0 0 0 0 1r2 21 50 .00 15 35 · 71 2 /j . 76 1r ;.· . ~.3 
1958 101 23 15 65 . 22 8 31< . 73 0 0 0 0 78 35 44 . 87 31 39 . 74 7 8 . ':)7 5 6 . •.2 
1959 114 0 L) 0 0 0 0 0 0 0 11ir IIG 40 . )5 52 45 . 61 11 SJ . 65 
" 
I; . j_, / 
'l'ot..'l.ls 
292 3lr 22 611 .71 12 35 . 29 0 0 0 0 258 11G 1,2 . 01 1v8 1rl.u6 21; )' . 3U 16 C.2v 
1 
D/Ye5 - Definitely Yes I!eadin_; abbreviations ure uefineJ O.S fo1101-IS : 
Il/Yes - Moctly Yes 
!-J/No - tlos tly Ilo 
D/I!o - Definitely ilo 
~ 
0 
w 
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TABLE XIX 
A SUMMARY, BY NUMBERS AND PERCENTAGES, OF TEACHERS 
WHO INTEND AND DO NOT INTEND TO REMAIN IN TEACHING 
Total No. Total No. Per Cent Total No. Per Cent Re-
Respond- Respond- Respond- Respond- spondents Not 
Class ents Now ents Who ents Who ents Not Intending to 
Teaching Intend to Intend to Intending Remain in 
Remain in Remain in to Remain Teaching 
Teaching Teaching in 
Teaching 
1956 29 23 79.31 6 20.69 
1957 48 42 87.50 6 12.50 
1958 101 89 88.12 12 11.88 
1959 114 98 85.96 16 14.04 
Totals 292 252 86.30 40 13.70 
From Table XIX it can be seen that 252 (86.30 per cent) of the 
292 graduates who were teaching expressed an intent to remain in the 
profession, and 40 (13. 70 per' cent) stated that they did not plan to 
• 
remain in teaching. It can be noted that a high percentage of each 
graduating class expressed plans to remain in the protession. 
Table XX makes a comparison by percentages of the male and fe-
male responses relating to this intent. 
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TABLE XX 
A COMPARISON, BY PERCENTAGES, OF MALE AND FEMALE 
INTENT TO REMAIN IN THE TEACHING PROFESSION 
Per Cent Per Cent Per Cent Per Cent 
of Male of Female of Male of Female 
Class Responses Responses Responses Responses 
in YES in YES in NO in NO 
Category Category Category Category 
1956 100.00 75.00 0 25.00 
1957 100.00 85.71 0 14.29 
1958 100.00 84.61 0 1<5.39 
1959 0 85.96 0 14.04 
Totals 100.00 84.50 0 15.50 
The male respondents unanimously expressed an intent to stay 
in teaching; that is, 100.00 per cent of the men who were teaching re-
ported that they planned to remain in the profession. Of the women 
who were teaching, 84.50 per cent reported the same plan. 
Table XXI categorizes by class and sex the reasons that the 
2fi2 graduates presented for planning to remain in teaching. 
No. 
Sex to 
1956 
Male 
Female 
TABLE XXI 
REASONS FOR PLANNING TO REMAIN IN TEACHING 
Planning 
Remain 
5 
18 
Categorical Reason 
Salaries will increase 
Offers steady income 
Offers sense of accomplishment 
Enjoy working with children 
Not trained for any other job 
(concluded on next page) 
No. Offering 
Same Reason 
3 
2 
11 
5 
2 
Sex 
1957 
Male 
Female 
1958 
Male 
Female 
1959 
Male 
Female 
No. Planning 
to Remain 
6 
36 
23 
66 
0 
98 
TABLE XXI (concluded) 
Categorical Reason 
En j oy working with children 
Challenging work 
Offers steady income 
Challenging work 
Interesting work 
Offers sense of accomplishment 
Provides opportunity to be creative 
Best job for a woman 
Offers steady income 
Salaries will increase 
Interesting work 
Short working hours provide oppor -
tunity for extra job 
Interesting work 
Enjoy working with children 
Challenging work 
Enjoy the short hours and vacations 
Best job for a woman 
Offers prestige 
Easy work 
(Note: none in teaching) 
Enjoy working with children 
Offers sense of accomplishment 
Best job for a woman 
Provides opportunity to be creative 
Challenging work 
Interesting work 
Salaries will increase 
Not trained for any other job 
Easy work 
Offers prestige 
Best occupation next to housewife 
Good pay and fringe benefits 
Teaching vital to society's needs 
io6 
No. Offering 
Same Reason 
3 
2 
1 
10 
9 
7 
7 
3 
13 
5 
3 
2 
28 
12 
8 
7 
5 
4 
2 
26 
18 
16 
13 
9 
7 
2 
2 
1 
1 
1 
1 
1 
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From the data presented in Table XXI it can be seen that the 
male respondents based their plans to remain in the teaching profession 
mainly on factors relating to the steady income provided by teaching 
and the hope that salary levels will increase. The women based their 
plans to remain i n teaching mainly on reasons related to the sense of 
accomplishment provided for them by teaching, the enjoyment provided 
by working with children, the interest and challenge presented by teach-
ing, and the feeling that teaching is the best job for women in that it 
offers good pay and prestige. 
Table XXII presents the reasons for the 40 women who expressed 
the intent not to remain in teaching reported as factors influencing 
their decision not to remain in the profession. 
TABLE XXII 
REASONS FOR NOT PLANNING TO REMAIN IN TEACHING 
No. Not No. Offering 
Sex Planning Categorical Reason same Reason 
to Remain 
1956 
Male 0 
Female 6 Plan to marry 6 
1957 
Male 0 
Female 6 Plan to marry 4 
Teaching is a "narrowing" experience 2 
1958 
Male 0 
Female 12 Plan to marry 9 
Teaching is too strenuous 3 
(concluded on next page) 
Sex 
1959 
Male 
Female 
No. Not 
Planning 
to Remain 
0 
16 
TABLE XXII (concluded) 
Categorical Reason 
(Note: none in teaching) 
Plan to marry 
Would like a job in industry 
Teaching is dull work 
Teaching is too strenuous 
Want to raise a family 
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No. Offering 
Same Reason 
5 
4 
3 
2 
2 
As indicated in Table XXII, the plan to marry was the major in-
fluencing factor for 24, or 60.00 per cent, of these 40 women. Others 
of these 40 women viewed teaching as a "narrowing" experience from the 
social aspect, and dull and strenuous work. Four women indicated a 
desire to work in industry and two wanted to leave teaching to raise a 
family. 
At this point it would be convenient to reconsider briefly the 
graduates' high degree of job satisfaction and intent to remain in the 
teaching profession. 
Earlier it was argued that prior to the completion of their col-
lege education the graduates did not enjoy a favorable socio-economic 
status; also, it was suggested that the large percentage of graduates 
entering teaching immediately after graduation, and the large percent-
age who were teaching at the time of their response to the present study, 
could be attributed to their desire to atta in a better social and econ -
omic status. 
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The graduates reported various reasons for their job satisfac-
tion and intent to remain .in teaching, but it is felt that their sat -
isfaction and plans to remain in teaching also can be attributed ma.inly 
to the "protective" environment which the profession provides for them; 
that is, an environment which presents to them opportunities for social 
and economic security which they generally did not experience prior to 
their entry into the profession. 
Would You Recommend to a Qualified and Interested High School 
Senior That He or She Prepare to Enter the Teaching Profession?--
Table XXIII presents a summary of the responses to this item. Respond-
ents reported on the basis of "definitely yes," "mostly yes," "mostly 
no ," and "definitely no," 
Of the 48 male respondents invo~ved in the study, 23 (47.92 per 
cent) replied "definitely yes" and 15 (31.25 per cent) replied "mostly 
yes." Negative replies were presented by over 20 per cent of the men: 
7 (14.58 per cent) answered "mostly no" and 3 (6.25 per cent) reported 
"definitely no. 11 
The women were more affirmative in their replies. One hundred 
ninety-three (68.20 per cent) of the 283 female respondents answered 
"definitely yes" and 77 (27.21 per cent) reported "mostly yes." Neg-
ative replies were presented by less than 5 per cent of the female re-
spondents; that is, only 9 (3.18 per cent) reported "mostly no" and 4 
(1.41 per cent) reported "definitely no , 11 
"!J3L::: .GIII 
Slhil·lARY OF RESPONSEf:i 'i.O QUE::>'JIOH Ell'.~.'I'"-LLD : 
,,QULD YOU R.C:CQI.1l•lliND TO A QU.Jl.LIFI.!!:D A!ID Ilfl'EREJ'.i'ED HIGH SCHOOL SENIOR 'l'IIA'.i. liE OR Jllli PREPAlill '10 EllTER THE TEACHinG PROFEJ~IOii1 ? 
Class Total No . of l1ALE RECOllt.fEIIDA'l'IONS No . of 
no . of male female 
re - re - No . Per No . Per No . Per No . Per r e - No . Per 
spond- spond - D/Yes Cent H/Ye s Cent !-!/No Cent D/No Cent spond- D/Yes Dent 
ents ents D/Yes H/Yes H/ No D/No ents D/Yes 
1956 37 6 2 33 -33 4 66 . 67 0 0 0 0 31 23 74 .19 
1957 55 8 q 50 .00 3 37 -50 1 12 . 50 0 0 47 35 711 .47 
1953 122 31 17 54 . 8LJ 8 25 .81 1, 12 .90 2 6 . lt5 91 57 62 . 64 
1959 117 3 0 0 0 0 2 66 . 67 1 33 -33 ll4 78 68 .42 
'lotu1s 
331 48 23 47 -92 15 31.25 7 11> . ~8 3 6 . 25 283 193 68 . 20 
1 
HeadinG abbreviations are defined as follows : D/Yes = Definitely Yes 
M/Yes = Mostly Yes 
l-1/No = Hostly No 
D/IIo = Def'ini tcly Ho 
FEMALE ID.:COHHENDA'IIONS 
No . Per No . Per No . Per 
!-!/Yes Cent I-1/No Cent D/No Cent 
11/Yes M/No D/ No 
8 25 .81 0 0 (J 0 
11 23 . 40 0 0 1 2 .13 
28 30 .77 5 5 .49 1 1.10 
30 26 . 32 4 3 -51 2 1.75 
77 27 . 21 9 3 .18 4 l. l.l 
1-' 
1-' 
0 
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Table XXIV summarizes by numbers and percentages the graduates ' 
reconn:nendations on a "positive versus negative" basis by grouping to-
gether for each class all "definitely yes " and "mostly yes" responses 
presented in Table XXIII. Negative responses were treated similarly. 
TABLE XXIV 
A SUMMARY, BY NUMBERS AND PERCENTAGES, OF GRADUATES 
WHO WILL RECOMMEND AND NOT RECOMMEND TEACHING AS A PROFESSION 
No. of Re- Per Cent No. of Re- Per Cent 
Total No. spondents Respond- spondents Respond-
Class of Re- Who Recom- ents Who Not Recom- ents Not 
spondents mend Reconn:nend mending Reconn:nend-
Teaching Teaching Teaching ing Teaching 
1956 37 37 100.00 0 0 
1957 55 53 96.36 2 3.64 
1958 122 110 90.16 12 9.84 
1959 117 108 92.31 9 7.69 
Totals 331 308 93.05 23 6.95 
As shown i n Table XXIV, 308 (93.05 per cent) of the 331 re-
spondents reported that they would reconn:nend entry into the teaching 
profession to high school seniors, and only 23 (6.95 per cent) of the 
respondents would not make this recommendation. Also, it can be seen 
that for each graduating class a high percentage of graduates would 
make this recommendation. 
Table XXV compares by percentages the male and female responses 
related to the above recommendation. 
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TABLE XXV 
A COMPARISON, BY PERCENTAGES, OF MALE AND FEMALE RECOMMENDATIONS 
TO ENTER THE TEACHING PROFESSION 
Class 
1956 
1957 
1958 
1959 
Totals 
Per Cent 
of Male 
Responses 
in YES 
Category 
100.00 
86.50 
80.65 
0 
79.17 
Per Cent 
of Female 
Responses 
in YES 
Category 
100.00 
97.87 
93.41 
94.74 
95.41 
Per Cent Per Cent 
of Male of Female 
Responses Responses 
in NO in NO 
Category Category 
0 0 
12.50 2.13 
19.35 6.59 
100.00 5.26 
10.83 4.59 
From Table XXV it can be noted that the women were more willing 
than the men to recommend teaching as a choice of profession in that 
95.41 per cent of the women presented affirmative replies as compared 
to 79.17 per cent of the male respondents. 
Table XXVI presents by class and sex the reasons that the grad-
uates who responded in the affirmative presented for recommending the 
profession to high school seniors. As in the case of the two previous 
items, the reasons were categorized. 
TABLE XXVI 
REASONS FOR RECOMMENDING TEACHING TO QUALIFIED HIGH SCHOOL SENIORS 
Sex 
1956 
Male 
Female 
No. Recom-
mending 
Teachin 
6 
31 
Categorical Reason 
Pay levels are improving 
Of fers sense of accomplishment 
(continued on next page) 
No. Offering 
Same Reason 
6 
9 
Sex 
1957 
Male 
Female 
1958 
Male 
F_emale 
1959 
No. Recom-
mending 
Teaching 
7 
46 
25 
85 
Male 0 
Female 108 
TABLE XXVI (continued) 
Categorical Reason 
Hard but enjoyable work 
Pay levels are improving 
Offers a chance to help others 
Interesting work 
Challenging work 
Offers sense of accomplishment 
Preparation provides a good basic 
education 
Interesting work 
0 ffers security 
Offers prestige 
Offers security 
More teachers are needed 
Pay levels are improving 
Provides a chance to learn about 
life in general 
Mentally stimulating work 
Offers sense of accomplishment 
Challenging work 
More teachers are needed 
Offers security 
Interesting work 
Offers prestige 
Preparation provides a good basic 
education 
Pay levels a r e improving 
Cha llenging work 
Interesting work 
Of f ers sense of accomp l ishment 
Offer s secur i ty 
Hard but enj oyable work 
(conc luded on next page) 
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No. Offering 
Same Reason 
8 
7 
7 
3 
2 
2 
15 
13 
11 
7 
16 
3 
3 
2 
1 
48 
10 
6 
6 
5 
5 
4 
1 
21 
16 
16 
13 
12 
Sex 
No. Recom-
mending 
Teaching 
TABLE XXVI (concluded) 
Categorical Reason 
Pay levels are improving 
Offers prestige 
Preparation provides a good basic 
education 
Can specialize and specialists are 
needed 
Offers a chance to help others 
Mentally stimulating work 
More teachers are needed 
Can work near home 
You are your own "boss" 
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No. Offering 
Same Reason 
8 
7 
5 
4 
2 
1 
1 
1 
1 
The men and women graduates both tended to emphasize the follow -
ing elements as bases for their recommendation: preparation for teach-
ing provid~s a good basic education, pay levels are improving, teach-
ing provides a challenge , a sense of accomplishment, security, and 
prestige. 
Table XXVII presents by class and sex the reasons offered by 
the 23 respondents who reported that they would not recommend the teach-
ing profession to high school seniors. 
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TABLE XXVII 
REASONS FOR NOT RECOMMENDING TEACHING TO QUAL IFIED HIGH SCHOOL SENIORS 
Sex 
1956 
Male 
Female 
1957 
Male 
Female 
1958 
Male 
Female 
1959 
Male 
Female 
No . Not 
Reconnnend-
ing Teaching 
0 
0 
1 
1 
6 
6 
3 
6 
Categorical Reason 
Hard work and little pay 
Boring work 
Hard work and little pay 
Limited chance for advancement 
Advancement politically involved 
Boring work 
Strenuous work 
Hard work and little pay 
Stren~ work 
Better pay in industry 
No. Offering 
Same Reason 
1 
1 
5 
1 
3 
2 
1 
3 
4 
2 
From Table XXVII it can be seen that t hese 23 re~pondents main-
tained that teaching involves hard work and little pay; that teaching 
is boring and strenuous work; that it i s po l i tically involved; that 
there is little chance for advancement; and t hat better pay can be had 
in industry. 
The above data, in reference to why the graduates would or would 
not reconnnend the teaching profession, once more suggest that the grad-
uates tended to vi ew the profession from a "social security" and "dollars 
116 
and cents" frame of reference. 
Table XXVIII presents data pertaining to four pieces of informa-
tion dealing with the respondents' graduate work status. The partici-
pants in the study were requested to supply the following information: 
A. List any graduate degrees or certificates that you have 
earned. 
B. If you have not earned any graduate degrees or certificates, 
are you now working toward one? 
C. If you are not working toward any type of graduate degree or 
certificate at the present time, do you plan to work toward 
~? 
D. If you have not earned any graduate degrees or certificates, 
and do not intend to, have you taken extra courses or at-
tended workshops or institutesg etc.? 
Examination of Table XXVIII reveals that of the 48 male respond-
ents, 4 (8.33 per cent) have completed advanced degree programs, 19 
(39.58 per cent) were working on advanced degrees, and 20 (41.68 per 
cent) were planning to pursue such programs. One man (2.08 per cent) 
completed extra courses and 4 (8.33 per cent) have not been involved in , 
and did not contemplate pursuing, any type of advanced study program. 
Further examination of Table XXVIII indicates that of the 283 
female respondents, 4 (1.41 per cent) have completed advanced degree ~ 
programs, 66 (23 . 32 per cent) were working on advanced degrees, and 144 
(50.88 per cent) were planning to pursue advanced programs. Fi fteen 
women (5.30 per cent) had taken extra courses and 54 (19.09 ~ per cent) 
TAB LE XXVIII 
SUMMARY OF RESPONSES TO QUESTIONS 
DEALING WITH THE STATUS OF RESPONDENTS' GRA DUATE WORK 
Class and Total No, Qf ResQonden ts No wit h Earned De~rees No. Workin~ on D~rees No. Planning Degree Work 1: 
No. o f Male Female Male Female Male Female Ma le Female 1: Respondent s No. '7. No. i. No. % No. % No. i. No. % 
1956 
li 
I 
37 6 31 3 50.00 3 9 . 68 1 16.67 13 4 1 . 94 2 33 . 33 7 22.58 I 
1957 
' 55 8 4 7 0 0 1 2.13 6 75.00 17 36. 17 2 25 . 00 14 29.78 I 
' 
195 8 
122 31 91 l 3.23 0 0 11 35 .4 8 18 19. 78 14 45. 16 52 57.14 
1959 
117 3 114 0 0 0 0 1 33.33 18 15.79 2 66.67 71 62.28 
I 
Tota l s I 
331 48 283 4 8 .33 4 1.41 19 39.58 66 23.32 20 41.68 144 50.88 
- --- - -
-
No. Takin~ Extra Courses 
Male Female 
No. i. No. % 
0 0 6 19.35 
0 0 4 8.51 
1 3 . 23 5 5.49 
0 0 0 0 
l 2 . 08 15 5.30 
No. Not in An y Pro~ram 
Male Femal e 
No . % No. % 
0 0 2 6.45 
0 0 11 23 .4 1 
4 12.90 16 17. 59 
0 0 25 21.93 
4 8.33 54 19 . 09 
----
1-' 
1-' 
"'-J 
118 
have not been involved in any type of graduate study program and were 
not planning such programs. 
Table XXIX combined the male and female responses relating to 
graduate work. It w~s found that of the 331 respondents, only 8 (2.42 
per cent) have completed advanced degree programs, 85 (25.68 per cent) 
were wqrking on advanced degrees, and 164 (49.55 per cent) were plan-
ning to pursue advanced degree programs . Sixteen respondents (4.83 per 
cent) had taken extra courses and 58 (17.52 per cent) were not involved 
in any type of graduate study and their plans did not include such study. 
Of the 164 respondents who were planning to pursue advanced 
degree programs, 126 (75.61 per cent) complained that their teaching 
duties and allied activities keep them so busy outside of regular school 
hours that there is no time for graduate work. Also, they commented 
that eventually they would "squeeze in" such study. 
Of the 58 respondents who have not been involved in any type of 
graduate study, over one half (31, or 53.45 per cent) had reported pre-
viously the intent not to remain in the profession. 
It may well be that heavy teaching loads are the factor that 
caused the majority of respondents not to engage in graduate study ac-
tivities. Also, it may be that during the time the college had an 
undergraduate relationship with the respondents, it failed to emphasize 
the values to be gained from graduate study. 
Another interpretation has been suggested by the various faculty 
personnel who, in the introduction to the study, provided criticisms 
relating to the student body and the college in general. Many of these 
Cl3.3S 
1956 
1957 
1953 
1 '- r;\. 
_,,, 
tote.ls 
'rABLE XXI..< 
3Uill L'I.RY OF THE S'lAWS OF GRADUA'l'E HORK CARRIED OtJl' BY THE TCYI'AL NUMBER OF RESPONDENTS 
'J'ot._<t1 Toto.1 Per cent Total Per cent Total no . Per cent Total no . Per cent Total no . Per cent 
no . of no . vi th Hith no . working planning planning taking taking not in not in 
r eGpondents earned earned \Wrking on degree degree extra extra any any 
dec;r ees degree on degrees work work courses, courses program program 
deSE,ees etc . etc . 
37 6 16 . 22 14 37 .84 9 24 . 32 6 16 . 22 2 5 .40 
55 l 1.82 23 41.82 16 29 .09 4 7 · 27 ll 20 .00 
122 l . 82 29 23 .77 66 54 .10 6 4 . 92 20 16.} 
117 0 0 19 16 .24 73 62.39 0 0 25 21 . 37 
331 8 2 .42 85 25 . 68 164 1~9 . 55 16 4 . tj3 58 17 . 52 
t-' 
t-' 
\.0 
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faculty members teach in the college's division of continuing studies, 
which is the part - time graduate program for in-service teachers. 
When they were apprised of the above findings related to the 
graduates' lack of participation in graduate study, their general esti-
mate of the situation was that the only reason many of the graduates 
take advanced courses or degrees is to meet the requirements for a sal-
ary increment or other raise in pay and not because of a desire to en-
gage in scholarly pursuits or to attain a higher level of teaching com-
petency. 
Therefore, the faculty argued, the above graduates tended not 
to engage in graduate study because they could not see an immediate 
financial "return" on such an academic "investment." 
Table XXX lists the colleges from which the eight respondents 
who completed master's degrees earned their graduate diplomas. From 
this table it can be seen that the several respondents who earned grad-
uate degrees tended to return to the college where they received their. 
undergraduate education; that is, the State Teachers College at Boston. 
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TABLE XXX 
LIST OF COLLEGES FROM WHICH RESPONDENTS EARNED MASTER'S DEGREES 
Sex 
1956 
Male 
Female 
1957 
Male 
Female 
1958 
Male 
No. Who 
Earned 
Master's 
Degrees 
3 
3 
0 
1 
1 
Female 0 
1959 
Male 0 
Female 0 
Name of College 
State Teachers College at Boston 
Boston University 
State Teachers College at Boston 
['ufts University 
State Teachers College at Boston 
Northeastern University 
No. Who Earned 
Degrees at This 
College 
2 
1 
2 
1 
1 
1 
Table XXXI lists the colleges that were being attended by the 
85 respondents who reported that they were working toward master 's de-
grees. Included in the table are the number of graduates in attendance 
at each institution. From this table it can be seen that the tendency 
of the respondents, both male and female, was to return to the State 
Teachers College at Boston for their graduate work . 
Sex 
1956 
Male 
Female 
1957 
Male 
Female 
1958 
Male 
Female 
1959 
Male 
Female 
TABLE XXXI 
LIST 0~ COLLEGES WHICH RESPONDENTS WERE ATTENDING 
FOR GRADUATE STUDY ON THE MASTER'S LEVEL 
No. of 
Graduates 
Pursuing 
Graduate 
Study 
1 
13 
6 
17 
ll 
18 
1 
18 
Name of College 
State Teachers College at Boston 
State Teachers College a·t Boston 
B9ston University 
Northeastern University 
Tufts University 
Simmons College 
State Teachers College at Boston 
Boston College 
State Teachers College at Boston 
Boston Colleg~ 
Boston University 
Northeastern University 
University of New Hampshire 
State Teachers College at Boston 
State Teachers College at Salem 
State Teachers College at Boston 
Northeastern University 
Lesley College 
Boston College 
State Teachers College at Boston 
Boston University 
Boston College 
Northeastern University 
Tufts University 
University of Vermont 
University of Connecticut 
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No. of 
Graduates 
in 
Attendance 
1 
5 
5 
2 
1 
1 
2 
4 
8 
3 
2 
2 
2 
9 
2 
14 
2 
2 
1 
8 
3 
2 
2 
1 
1 
1 
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Earlier it was argued that many students choose to pursue their 
undergraduate programs at this college because the tuition fees are 
relatively lower compared to fee schedules of private institutions. 
It is suspected that the lower rate of tuition is also the factor which 
influenced the respondents to return to this college for their graduate 
work. 
When the respondents were undergraduate students, they paid a 
tuition of only one hundred dollars · per year. Full-time graduate stu-
dents were paying the same fee. In 1960 the cost was doubled for full-
time gndergraduate and graduate students. Prior to 1960 part-time 
graduate students paid only ten dollars per credit and currently the 
rate is thirteen dollars. 
It was not possible to present graphically the colleges which 
the 164 respondents who planned to pursue advanced degrees contemplated 
attending because the majority had not yet formulated definite study 
plans. 
Are You a Member of Any Professional Teachers' Organizations?--
Table XXXII summarizes the responses to this item. 
Two hundred and sixty-seven (80.66 per cent) of the 331 respond-
ents reported that they held membership in professional organizations. 
Of the 48 male respondents, 31 (64.58 per cent) reported member-
ship in professional organizat i ons; of the 283 female respondents, 236 
(83.39 per cent) reported such membership. 
Of the 267 respondents who reported professional organization 
membership, only one person, a male graduate of 1958, was a member of 
'l'ABLE XXXII 
SUHHARY OF RESPONSES 'IO QUESTION EN'l'ITLED: ARE YOU A liD.ffiER OF ANY PROF'~SSIONAI, TEACJlliR:J ' ORGA.tUZA'l'IONS? 
Class Total No . of No . of Totsl ~ of Total cfo of No . of ~~ of No . of C), of No •. J:f' r- of No . of ~ of 
no . of !ll2.le female no . of YES re - no oi' Ho r e - male male male male female female female female 
re - re - rc - YES re - sponses NO r e - sponscs YES re - YES re - NO re - NO re - YES re - YES r e - NO r e - I!O re -
spond- spond - spond - sponses sponses sponses sponses sponses_sponses sponses sponses sponses sponses 
ents ents ents 
l.;.5C 37 6 31 30 81.08 7 18 . 92 3 50 .00 3 50 .00 27 87 .10 !, 12 • '/'J 
1~:)57 55 .3 1;7 43 87 . 27 7 12 .73 5 62 . 50 3 37 . 50 43 91.49 4 8 . )1 
l "" ....... .,., .. '-' 122 ~1 91 92 75 .41 30 211 . 59 23 7!1 .19 8 25 .81 69 75 .82 22 c:l; .18 
l';J7;; 117 3 111; 97 82 . 91 20 17 .09 0 0 .) 100 .00 97 85 .C;r 17 }If • y} 
'lotf'.lc 
.)]1 1;8 283 267 80 .66 61; 19 . 34 31 64 .53 17 35 .42 23C 8_, . _)) '•7 .... G.GL 
,...... 
N 
+-
the American Federation of Teachers. The other graduates reported 
membership in the National Education Association. 
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The 64 respondents who had no professional organization affili-
ation agreed almost unanimously that they did not hold such membership 
because they were of the opinion that the various organizations were 
not concerned with the needs of classroom teachers, especially in the 
area of salary improvement. 
Do You Play an Active Role in Community Affairs Such as Holding 
Membership in Social, Civic, or Fraternal Organizations?--Table XXXIII 
details the responses to this question. 
Only 98 (29.61 per cent) of the 331 respondents reported that 
they were active in community affairs and named the social~ civic, or 
fraternal organizations with which they were affiliated. 
Of· the 48 male respondents, 15 (31.25 per cent) reported activ-
ity in community affairs; of the 283 female respondents, 83 (29.33 per 
cent) reported participation in community affairs. 
The 233 respondents who did not engage in community affairs in 
general complained that they did not have the time or interest to de-
vote to such affairs. They argued that earning a living, or running a 
home, in addition to the extracurricular activities directly related 
to their jobs, consumed the major portion of their time and engcg~. 
Class Totul 
no . of 
re -
spond -
ents 
1956 37 
1957 55 
1958 122 
1959 117 
'lo·tc.l s 331 
'l.ABLE XXXIII 
SIJ!-1MARY OF RESPONSES TO QUESTION ENI'ITLED: DO YOU PLAY AN ACTIVE ROLE IN COMMUNITY AFFAIRS 
SUCH AS HOLDING MEMBERSHIP IN SOCIAL, CIVIC OR FRATERNAL ORGANIZATIONS ? 
No . of No . of Total Per Total Per No . of Per No . of Per No . of Per No . of Per 
mal e female no. of cent no . of cent male cent of male cent of female Cent of fer!Ull e cent of 
r e - re - YES re - of YES NO r e - of NO YES re - male NO r e - male YES re - female NO r e - 1emale 
spond- spond- sponses re - sponses re - sponses YES re - sponses NO re - sponses YES r e - sponGes 1!0 r e -
ents ents sponses sponses sponses sponses sponses sponses 
6 31 6 16 .22 31 83 .78 0 0 6 100 .00 6 19-35 25 80 .65 
8 47 12 21.82 l~ 3 78 .18 3 37 ·50 5 62 .50 9 19.15 38 8o .85 
31 91 42 34.43 8o 65 .57 11 35.48 20 64 .52 31 34.07 60 65 .93 
3 114 38 32 . ~ 8 79 67 .52 1 33 ·33 2 66 .67 37 32 .46 n 6'( . 54 
48 283 98 29 .61 233 70.39 15 31.25 33 68 .75 83 29 .33 200 70.67 
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Table XXXIV lists by class and sex t he community activities in 
which the 98 graduates were engaged and the number of persons engaged 
i n each activity. From this table it can be seen that the graduates 
tended to participate in organizations i nvolving the youth of the com-
munity, such as various phases of scouting and ~.M.C.A. work. 
Sex 
1956 
Male 
Female 
1957 
Male 
Female 
1958 
Male 
TABLE XXXIV 
COMMUNITY ACTIVITIES REPORTED BY RESPONDENTS 
No. Partic-
ipating in 
Community 
Activities 
0 
6 
3 
9 
11 
Name of Activity 
Chi Rho 
C.Y.O. leader 
Girl Scout leader 
Hadassah and Cystic Fibrosis fund 
raiser 
Knights of Lithuania 
Boy Scout leader 
Y.M.C.A. board member 
Cerebral Palsy fund raisen 
Chi Rho 
Chi Rho and hospital aide 
Cub Scout leader 
Hadassah and Camp Fi re Girl leader 
Settle~ent house worker 
St. Charles Women's Guild 
Town meeting representative 
Cub Scout leader 
B ' nai B 'rith 
Boys Club board director 
Knights of Columbus 
Boy Scout leader 
Y.M.C.A. board director 
(continued on next page) 
No. Engaged 
in Activity 
2 
1 
1 
1 
1 
2 
1 
2 
1 
1 
1 
1 
1 
1 
1 
3 
2 
2 
2 
1 
1 
Sex 
1958 
Female 
1959 
Male 
Female 
No. Partic -
ipating in 
Connnunity 
Activities 
31 
1 
37 
TABLE XXXIV (concluded) 
Name of Activity 
Girl Scout leader 
Camp Fire Girls leader 
Civil Air Patrol 
C.Y.O. director 
League of Catholic Women 
Alpha Kappa Alpha Sorority 
Beth Israel Hospital Auxiliary 
Cancer Fund captain 
Catholic Guild for the Blind 
Chi Rho 
League of Women Voters 
Red Cross Disaster Committee 
Salvation Army fund raiser 
Settlement house worker 
St. Kevins Guild 
The Bernadines 
United Fund board member 
Women's Club member 
Women ' s Sodality 
United Fund worker 
United Fund worker 
League of Women Voters 
Girl Scout leader 
Women's Club member 
Camp Fire Girls leader 
Jinnny Fund worker 
Rainbow Girls worker 
Chi Rho 
C. Y. O. director 
Girls Club board director 
Political party campaigner 
Y.W.C.A. board director 
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No. Engaged 
in Act ivity 
7 
4 
2 
2 
2 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
10 
6 
5 
5 
2 
2 
2 
1 
1 
1 
1 
1 
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In regard to the graduates' membership in professional organiza-
tions, some of the college's faculty personnel were of the opinion that 
the only reason that the graduates join professional organizations is 
because o f the social pressures exerted upon them by their school ad-
ministrators. They felt that the graduates' interest in professional 
organizations was not academic. 
In reference to the graduates' lack of participation in commun-
ity affairs, the faculty members expressed the view that this situation 
could be attributed to the graduates' social values; that is, such par-
ticipation is not part of their value system. 
Also, these faculty personnel felt that the small percentage o f 
graduates who belong to social, civic, or fraternal organizations do 
so merely to gain promotional credits within their school departments. 
They pointed out that such credits are awarded, for example, in the 
Boston schools to teachers holding membership in three community organ-
izations. 
As Nearly as You Remember, When Did You Reach a Decision That 
You Would Definitely Be a Teacher?--Table XXXV summarizes the responses 
to this question. 
The graduates were requested to respond by marking one of the 
following multiples: (a) Before the senior year in high school; (b) 
As a senior in high school; (c) As a freshman or sophomore in college; 
(d) As a junior or senior in college; (e) After graduation from college; 
(f) Do not remember when decision was made. 
Class 
1956 
1:::57 
1)'58 
1959 
'.Potals 
l 
'lABLE ;CU:V 
SUl·~·IARY OF ALL RESPONSES '1'0 QUEST ION ENTrrLED : .AB NEARLY .AB YOU REI·fEHBER WllliN DID YOU REACH A DECISION 
THAT YOU HOULD DEFINITELY BE A TEACHER? 1 
Total Total Total Total Total Total Total Total Tot a l Total Total Total 'latal 
no . of no . of a per cent no . of b per cent no . of c per cent no of d per cent no . of e per cent no . of f per cent 
respond - state - of a state - of b state - of c state- . of d state - of e state - of f 
ents ments state - ments state - ments state - ments state - ments state - ments state -
ments ments ments ments ments ments 
37 17 ~· 5 · 95 14 37 .8!. l 2.70 3 8.11 l 2.70 l 2.7() 
55 26 47 .27 21 38 .18 3 5-45 l 1. 82 2 3.64 2 3.64 
122 50 40 .98 44 36 .07 13 10 .66 9 7 ·37 0 0 6 Lf .92 
117 61 52 .14 37 31.62 7 5·98 9 7 .69 0 0 3 2. 57 
331 154 46 .53 116 35 .05 24 7 .25 22 6. 65 3 .91 12 3.61 
Statements a, b, c, d, e, and f are as follovs: 
a Before senior year in high school d As a j unior or senior in college 
1:: As a senior in high school e After graduation from college 
c As a freshman or sophomore in college f Do not remember when decision 1<o.s r eached 
t-' 
(..,.) 
0 
131 
Of the 331 respondents, 154 (46.53 per cent) made the decision 
before the senior year in high school and 116 (35.05 per cent) decided 
this when they were high school seniors. Twenty-four (7.25 per cent) 
made the decision during the freshman or sophomore years in college and 
22 (6.65 per cent) reached the decision as juniors or seniors in col-
lege. Three graduates (.91 per cent) made the decision after gradua-
tion from college and 12 (3.61 per cent) did not remember when they de-
cided to be teachers. 
By combining the percentages of the responses for multiples (a) 
and (b), it is found that 270, or 81.58 per cent, of the respondents 
decided to become teachers before their high school graduation. 
By applying the same procedure to multiples (c) and (d), it can 
be seen that 46, or 13.90 per cent, of the respondents reached this 
decision while enrolled in the college as undergraduate students. 
Tables XXXVI and XXXVII present the male and female responses 
to the above inqui~y. 
As shown in Table XXXVI, 10 (20.83 per cent) of the 48 male re-
spondents checked multiple (a) and 17 (35.42 per cent) checked multiple 
(b). Thirteen (27.08 per cent) checked multiple (c) and 3 (6.25 per 
cent) checked multiple (d). Two (4.17 per cent) checked multiple (e) 
and 3 (6.25 per cent) checked multiple (f). 
The replies reported by the 283 female respondents are shown in 
Table XXXVII and were as follows: 144 (50.88 per cent) checked reply 
(a) and 99 (34.98 per cent) checked reply (b). Eleven (3.89 per cent) 
checked reply (c) and 19 (6.72 per cent) checked reply (d). One woman 
Class 
19)6 
1957 
1958 
1959 
'::.otals 
'.1:\Bk .(...,(VI 
SUl-UlARY OF ;~ RE::iPONS.C:S '10 t,UESTION Elfli'l'LiD: AS ll1'..:ARLY !W YOU Illilll:JIDf ,,J:..:.Il DID YOU lli..AC.:li A DECIJIOi, 
'l'HA'l' YOU HOULD DEFI!li'l'ELY BE A 'l'BACHEH? 
Total No . of No . of o. Per cent No . of b Per cent No . of c Per cent No . of d Per cent No . of e Per cent Ho . of £' Per cent 
no . of male re - state - of a state - of b state - ol' c state - of' d state - of' e st">tc - of 1' 
r e - spond - ments state - mcnts sta·Le - ments state - - ments state - ments state - mcnts state -
spond - ents ments ments m~c;nts ments ments uents 
ents 
37 6 2 33 ·33 2 33 . _33 0 0 l 16 . 67 l 16 .6( •J 
55 tl ) 37 . 50 l 12 . 50 3 37 · 50 0 0 l 12 . 50 0 
122 jl 5 16 .13 ll 35 .1+8 10 ]2 . 26 2 6 .Ll; 0 (J :_, _; . 68 
117 3 0 0 3 l OO . JO (, 'J 0 0 (; l J 
331 48 10 20 . 8) 17 35 .l-12 l) 2'( .08 j 6.25 2 4 . 17 ) 6 . 25 
l 
Statements ~, b, c, d , e, f, are as follows : 
". Be1'orc ::;enior year in hi,;h school u As .., .i unior or senior in college 
b As o. senior in hidl school c After t;rndu:-·tion from col1e,_;e 
c As a fresl= or sopholll!OrL in college f Do not rc.:lc:7lo•~!· ,._-] en eclsion was rcoch~c;c 
1-' 
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~.L' :;::; 
1:.JjG 
lf)7 
1~'58 
1''';. 
..... _,~_, 
'jot<Cls 
1 
'1!\BL,•: k'"~ 1 I 
~lJ. ~ ,\HY OF FE' iAL.G RK.iPOHs,.;..., 'iO .N.!!.~...,'IO!f E!h i'ILED : AS HEA.RLY A.3 YOU REl·'llil•lliER \11lliH DID YOU RLACH 
'r!JJ\'1 YOU I!OULD DZFINI'I'ELY BL A 'IEACHER?1 
;, D1CISIO!l 
'.i.::Jt '.l Ho . of No . of a Per cent No . of b Per cent No . of c Per cent No . of d Per cent No . of e Per cent No . of f Per cent 
no . of 1'elil~lc st.n..te - of a state - of b state - of c s t ate - of d state - of e state - of f 
re - r e - ments state - ments state - ments state - mcnt s state - mente s t a t e - ments sta te -
Si_)Ollll - ::J:;}On cl - ments ments ments ments ments ments 
cnts ents 
37 31 1) 48 .j';l 12 38 .70 1 3.23 2 6.45 0 0 l _:, . 23 
cr 47 23 48 . 911 2'j 112 . 55 0 v 1 2.13 l 2.13 2 4 .25 // 
122 ';11 I, 5 49 .ll ~ 33 36 .26 3 3. jC 7 7 .69 0 0 3 3 . .Jr 
117 111, 61 53 .51 311 2;) .82 7 6 . 111 G 7 .8) 0 0 3 2.64 
-' 
331 283 1411 5v .88 99 311 .98 11 3.8)1 19 6.72 1 . 35 ';) ) .18 
Statcmentr.; ~, b , c, d, e , 3.Ilu f urc as r·ollmis : 
3. 13'-'for c the: seni or year in hi,;h school (i As ~ ,junior or seni or in collce,;e 
lJ As a seni or in hi gh school c After 0r :wu..'l.ti on from collc:_;c 
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(.35 per cent) checked reply (e) and 9 women (3.18 per cent) checked 
reply (f). 
From the above two tables it can be seen that the women more 
than the men tended to make the decision to become teachers either be-
fore the senior year in high school or as high school seniors. The men 
tended to make this decision during the time ranging from before the 
senior year in high school through the freshman and sophomore years in 
college. 
As Nearly as You Can Remember, What or Who Originally Influenced 
You Most in Your Dec ision to Prepare for the Teaching Profession?--
Table XXXVIII summarizes by class and sex the responses to this item. 
Sex 
1956 
Male 
Female 
TABLE XXXVI II 
FACTORS INFLUENCING THE DECISION TO BECOME A TEACHER 
No. of 
Respondents 
6 
31 
Influencing Factor 
Family 
High school teachers 
Like children 
None; own decision 
Family 
High school teachers 
None; own decision 
Friends who are teachers 
Like children 
Low state college tuition 
High school guidance counselor 
(continued on next page) 
No. Offering 
the Factor 
3 
1 
1 
1 
11 
8 
5 
2 
2 
2 
1 
Sex 
1957 
Male 
Female 
1958 
Male 
Female 
No. of 
Respondents 
8 
47 
31 
91 
TABLE XXXVIII (continued) 
Influencing Factor 
Desire for accomplishment 
High school teachers 
Family 
Like children 
Personal love for learning 
Stories in national magazines re-
lating need for more teachers 
Family 
High school teachers 
Elementary school teachers 
Friends who are teachers 
Like children 
Desire to lead a useful life 
High school guidance counselor 
Low state college tuition 
None; own decision 
Wanted an academic l i fe 
Family 
High school teachers 
None; own decision 
An army instructor 
Friends who are teachers 
High school guidance counselor 
Like children 
Family 
None; own decision 
High school teachers 
Elementary school teachers 
Like children 
High school guidance counselor 
Low state college tuition 
Steady income offered by teaching 
Friends who are teachers 
Advice from local clergyman 
Good working hours and vacations 
Seemed like a glamorous job 
(concluded on next page) 
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No . 0 ffer ing 
the Factor 
2 
2 
1 
1 
1 
1 
17 
7 
6 
4 
3 
2 
2 
2 
2 
2 
9 
8 
5 
3 
2 
2 
2 
25 
17 
16 
7 
5 
4 
4 
4 
3 
2 
2 
2 
Sex 
1959 
Male 
Female 
No. of 
Respondents 
3 
114 
TABLE XXXVIII (concluded) 
Influencing Factor 
Family 
High school teachers 
Family 
High school teachers 
Low state college tuition 
High school guidance counselor 
Elementary school teachers 
Steady income offered by teaching 
Like children 
Teaching is nice clean work 
None; own decision 
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No. Offering 
the Factor 
2 
1 
37 
21 
17 
11 
9 
6 
5 
5 
3 
From Table XXXVIII it can be seen that the two major factors 
that influaxed both male and female respondents to prepare for the 
teaching profession were their families and school teachers. 
When the faculty members who have been referred to above were 
apprised of the data related to the graduates! high school decisions 
to prepare for teaching, and the influence of their families upon these 
decisions, the faculty again argued the socio-economic issue. These 
faculty persons argued that the graduates' families early emphasized 
the teaching profession because economically the families needed to 
"get rid of" the graduates as soon as possible: that is , a four-year 
program, especially at a state teachers college, is "inexpensive" and 
represents a relatively "quick time" in which to gain social and pro-
fessional status. 
The faculty members also argued that for these families, in the 
case of the female students, teaching becomes a socially attractive 
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"fill-in" between high school graduation and marriage and even presents 
opportunities to gain a marriage partner from a higher social stratum 
within the community than their own. 
Did You Find Any Great Differences Between What You Thought 
Teaching Would Be Like Before You Began to Teach and What You Actually 
Found It to Be After You Became a Teacher? --Tables XXXIX and XL are con-
cerned with the responses to this question. 
Of the 331 respondents, only those with in-service teaching ex-
perience were able to respond to this item. It can be recalled that 
many graduates entered teaching after graduation and remained in the 
profession, while others entered but later left; also, some had never 
engaged in teaching. 
From Table XXXIX it can be seen that of the 331 respondents, 312 
(94.26 per cent) had in-service teaching experience. 
Of the 48 male respondents, 42 (87.50 per cent) had teaching ex-
perience and of the 283 female respondents, 270 (95.41 per cent) had 
such experience. 
Table XL summarizes the responses to the above question dealing 
with the graduates' changing i deas about teaching that were reported 
by the 312 experienced respondents. 
Of the 312 respondents with teaching experience , 171 (54.81 per 
cent) reported that they did find great differences between what they 
thought teaching would be like and what they actually found it to be. 
Fourteen (33.33 per cent) of the 42 male respondents with teach-
ing experience felt that differences did exist. Of the 270 experienced 
Cl::> · • ot •l 
no . 01 
re -
spond -
cnts 
l~·;G 31 
l~' 5'{ )5 
1):;3 122 
1?).: 117 
..~..ot.-,__v-=· 331 
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with teaching teaching teaching vith teaching vri1tbout \ri thout \fl th with without •rithout 
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female respondents, 157 (58.15 per cent) reported that differences 
existed. 
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The 171 respondents who found that their ideas about teaching 
changed after they obtained teaching jobs wrote lengthy statements 
which generally argued that on-the-job teaching is not like the pro-
fessional courses and textbooks pictured it to be. Their statements 
tended to stress three complaints: (a) teaching brings on physical 
and mental strain and they were not apprised of this; (b) most of the 
fellow teachers with whom they work are not idealists, not builders of 
Utopia, as they were led to believe they would find; and (c) they were 
not made aware of how much clerical work is attached to t eaching. 
The 141 respondents who reported that their ideas about teach-
ing did not change after they obtained teaching jobs argued almost 
unanimously that on-the- j ob teaching turned out as the p~ofessional 
program at the college pictured it. 
Since almost 55 per cent of the experienced ,graduates reported 
that on-the-job teaching turned out to be different from what they had 
expected, it may well be that the professional elementary education 
program failed to provide adequate understandings related to daily 
classroom practices and procedures. 
No attempt will be made at this point to discuss t he weaknesses 
· and strengths of the professional program, since the sec t ion which fol-
lows is devoted to that purpose, 
III. OPINIONS OF THE ELEMENTARY EDUCATION GRADUATES 
CONCERNING THE VALUE AND EFFECTIVENESS 
OF THEIR UNDERGRADUATE PROFESSIONAL COURSES AND EXPERIENCES 
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The second goal embodied in the purpose of the present study was 
to collect, organize, and interpret data relating to the graduates' 
opinions concerning the value and effectiveness of their undergraduate 
professional courses (methods courses) and experiences. 
This section is devoted to a discussion of the data which de-
scribe the opinions held by the graduates involved in the study. The 
questions appearing in Sect ion II of the inquiry form (see Appendix) 
were constructed for the purpose of determining these opinions. 
In order to determine the value that the graduates place upon 
each professional course, a five-point scale was presented next to 
each item appearing in Section II of the inquiry instrument, which the 
graduates were requested to ma~k. 
From the inquiry form it can be noted that the digit 5 meant 
"of most value" and the digit 4 meant "of considerable value." The 
number 2 meant "of little value" and the number 1 meant "of no value." 
The number 3 was reserved for those respondents who were "undecided" or 
had "no opinion" at the time of their re~ponse. 
By combining, for each item, number 5 and number 4 responses and 
then combining number 2 and number 1 responses, it became possible t 0 
consider the respondents' evaluations of each professional course or 
experience in terms of either "valuable" or "not valuable." It is .on 
this basis that each course is discussed in this section of the study. 
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The respondents were requested to comment critically, after 
marking each item, and to offer reasons why they awarded the particular 
rating. In many cases, various respondents presented similar comments 
or reasons for their evaluations of a particular course; therefore, the 
respondents' comments and the frequency of respondents offering each 
comment are included in the following discussion. In some cases, com-
ments have been paraphrased for the purpose of conciseness. 
What value do you place upon the visits that you received from 
the college supervisor during ybur student teaching?--Table XLI presents 
the numbers and percentages of respondents who found these visits "val-
uable" and "not valuable." 
N 
331 
TABLE XLI 
EVALUATION OF THE SUPERVISORY VISITS FROM THE COLLEGE 
DURING STUDENT TEACHING 
Valuable Not Valuable 
No. Per Cent No. Per Cent 
188 56.79 97 29.31 
Undecided- -
No Opinion 
No . Per Cent 
46 13.90 
From Table XLI it can be seen that of the 331 respondents, 188 
(56.79 per cent) reported that they found the visits from the college 
supervisors valuable and 97 (29.31 per cent) stated that these visits 
were not valuable. Forty-six (13.90 per cent) of the respondents 
either were undecided or had no opinion as to the value of these visits. 
The 188 respondents who viewed these visits as being valuable 
· presented the following comments favorable to the college program: 
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i 
79 a. College supervisor provided helpful hints and suggestions 
in reference to methodology. 
62 b. College supervisor provided detailed, constructive crit-
icism, suggestions for improvement, and was an under-
standing person. 
47 c. College supervisor instilled confidence. 
The 97 respondents who were of the opinion that these visits 
were not valuable presented the following reasons which are unfavorable 
to the college program: 
i 
31 a. No practical help was provided; supervisor pointed out 
faults but did not provide any suggestions. 
19 b. Supervisor was vague in requirements for specifically 
requested lessons. 
16 c. Supervisor did not explain bases upon which marks for 
student teaching were awarded. 
14 d. Supervisor created anxiety and nervousness. 
10 e. Supervisor was concerned with petty details of a lesson 
and not with the major issues. 
7 f. Supervisory visitations of thirty to forty-five minutes 
were too short to arrive at an accurate, total picture 
of the student teacher. 
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What value do you place upon the supervision that you received 
from the regular classroom teacher to whom you were assigned for your 
student teaching?--Table XLII presents the evaluations of this facet 
of student teaching supervision. 
N 
331 
TABLE XLII 
EVALUATION OF THE SUPERVISION RECEIVED 
FROM THE REGULAR CLASSROOM TEACHER DURING STUDENT TEACHING 
Valuable Not Valuable 
No. Per Cent No. Per Cent 
296 89.44 33 9.96 
Undecided--
No Opinion 
No. Per Gent 
2 .60 
Of the 331 respondents, 296 (89.44 per cent) considered the 
supervision received from the regular classroom teacher during student 
teaching as being valuable and 33 (9.96 per cent) viewed this facet of 
supervision as being not valuable. Two respondents (.60 per cent) were 
undecided or had no opinion as to the value of this supervision. 
The 296 respondents who considered this supervision as being 
valuable presented the following comments: 
f 
89 a. Classroom teacher offered practical suggestions in ref-
erence to all phases of classroom teaching. 
73 b. Classroom teacher provided great detail in reference to 
methods and techniques of teaching. 
49 c. Clas sroom teacher was considerate, sincere, patient, 
and genuinely interested in the student teacher. 
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f 
38 d. Classroom teacher instilled confidence. 
29 e. Classroom teacher's criticism was constructive. 
18 f. Classroom teacher provided valuable observational ex-
periences. 
The 33 respondents who viewed this supervision as being not 
valuable presented the following criticisms: 
21 a. Classroom teacher did not appear to want a student 
teacher and offered little help and opportunity to 
teach. 
9 b. Classroom teacher just wanted an assistant to help clean 
the room, correct papers, and carry out various other 
chores. 
3 c. Classroom teacher appea~ed to resent having a young 
person as a student teacher, which resulted in person-
ality conflicts. 
. What value do you place upon the weekly student teaching semina.r 
for which you used to return to the college once per week while out 
student teaching?--Table XLIII indicates the value placed upon the 
weekly seminars. 
N 
331 
146 
TABLE XLIII 
EVALUATION OF THE WEEKLY STUDENT TEACHING SEMINAR 
Valuable Not Valuable 
No. Per Cent No. Per Cent 
176 53 . 18 127 38.36 
Undecided--
No Opinion 
No. Per Cent 
28 8.46 
Of the 331 respondents, 176 (53.18 per cent) considered the 
weekly student teaching seminars valuable and 127 (38.36 per cent) 
stated that it was not valuable. Twenty-eight (8.46 per cent) of the 
respondents were undecided or had no opinion relating to the value of 
these weekly seminars. 
The 176 respondents who reported that the seminar was valuable 
presented the following reasons favorable to the college program: 
f 
124 a. The weekly seminar was a central "clearing house" of 
ideas to which all could bring student teaching problems 
and experiences for discussion with the college super-
visor. 
52 b. The weekly seminar provided an opportunity to meet with 
fellow students and exchange experiences and share ideas. 
The 127 respondents who stated that the seminar was not valuable 
presented the following comments not favorable to the college program: 
f 
68 a. The seminar was not practical; it did not discuss the 
problems encountered in everyday teaching; it was like 
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another methods course. 
28 b. The seminar was too social to be practical. 
21 c. The classroom teaching problems discussed in seminar 
were of interest only to a select few. 
10 d. The student teachers who were not succeeding were harshly 
and publicly criticized. 
In general, what value do you place upon the TOTAL student 
teaching experience?--Table XLIV presents the evaluations of the total 
student teaching experience as reported by the graduates. 
N 
331 
TABLE XLIV 
EVALUATION OF THE TOTAL STUDENT TEACHING EXPERIENCE 
Valuable Not yaluable 
No. Per Cent No. Per Cent 
301 90.94 ' 30 9.06 
Undecided--
No Opinion 
No. Per Cent 
0 0 
Of the 331 respondents, 301 (90.94 per cent) reported that they 
considered the total student teaching experience as being valuable and 
only 30 (9.06 per cent) were of the opinion that it was not a valuable 
experience. There were no respondents who were undecided or of no 
opinion in regard to this total experience. 
The 301 respondents who reported the total student teaching ex-
perience as being valuable presented the following comments: 
f 
88 a. Student teaching provided a realistic and accurate picture 
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of in-service teaching. 
67 b. It was the richest professional experience in the entire 
four-year undergraduate program. 
52 c. Student teaching developed self-confidence. 
40 d. It was the major experience that taught one how to teach 
others. 
34 e. It was the experience that helped one to decide whether 
or not to enter the teaching profession. 
20 f. Student teaching provided an opportunity to observe ex-
perience (i.e., the classroom teacher) at work. 
The 30 graduates who felt that the total student teaching experi-
ence was not valuable presented the following reasons for this opinion: 
i 
19 a. Student teaching was an artificial and pseudo situation; 
it was not characteristic of in-service teaching. 
6 b. The student teacher was too dependent upon the regular 
classroom teacher. 
5 c. Sixteen weeks of student teaching was too long a period 
of time. 
The graduates' responses to the above four questions related to 
their student teaching should be reconsidered at this point. 
It can be recalled that in the introduction to the study the 
early history of the college was discussed and it was pointed out that 
in the middle 1800's the objective of the college was to fulfill Horace 
Mann's idea of the training of teachers. 
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It was pointed out that Mann advocated Pestalozzian and Herbartian 
procedures which emphasized developing skill in teaching techniques and 
this led to the establishment of a mechanical methodology. Also, it was 
emphasized that in 1931 there appeared in the college catalogue a state-
ment which was a reaffirmation of Pestalozzian and Herbartian concepts. 
In addition, it was stated that there are no clear-cut, definite 
published statements available which would indicate a recent educational 
philosophy of the college, especially concerning its program for the 
professional education of elementary school teachers with which the 
present study is partly concerned. 
As a result, it was then argued that the college was founded on 
the basis of a philosophy that has come to be regarded as traditional-
ism and this philosophy prevailed during the decade of which the grad-
uates involved in the present study are a product. 
It is felt that the responses that the graduates presented re-
lating to their student teaching tend to support the argument presented 
in the introduction that, in general, the college still provides tradi-
tionalism as a basic point of view for the student body. 
The graduates tended to consider the visits from their college 
supervisors as being valuable only when these supervisors provided 
"practical" help and suggested methodological procedures. 
The graduates placed greater value on the supervision received 
from the regular classroom teacher to whom they were assigned because 
the classroom teacher provided "practical" suggestions and some tech-
niques of teaching. 
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The students viewed the student teaching seminar as being not 
valuable because it was not practical in their estimation and did not 
discuss problems encountered in everyday teaching. 
Woven throughout the graduates' responses to the above items re-
lated to student teaching appears the element of "practicality" and a 
kind of "show-me-how-to-do-it" concept with which the graduates seem to 
be imbued. 
The paragraphs which follow discuss the value which the grad-
uates placed upon the individual courses which constitute the profes-
sional elementary education curriculum for undergraduate students. 
General Psychology.--Table XLV presents the graduates' evalua-
tion of the General Psychology course . 
N 
331 
TABLE XLV 
EVALUATION OF THE GENERAL PSYCHOLOGY COURSE 
Valuable 
No. Per Cent 
265 80.06 
Not Valuable 
No, Per Cent 
38 11.48 
Undecided--
No Opinion 
No. Per Cent 
28 8.46 
Two hundred and sixty-five (80.06 per cent) of the 331 respond-
ents considered the course in General Psychology valuable and 38 (11.48 
per cent) of the resondents viewed it as being not valuable. Twenty-
eight (8.46 per cent) of the graduates were undecided or had no opinion 
in reference to the value of this course at the time of their response. 
The 265 respondents who evaluated the General Psychology course 
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as being valuable provided the following comments favorable to t he 
college program: 
132 a. The General Psychology course provided a good psycholog-
ical foundation for education courses in general. 
99 b. It provided basic understandings of total human behavior. 
34 c. It provided basic understandings of what constitutes 
normal and abnormal behavior in children and adults. 
The 38 graduates who considered the General Psychology course as 
being not valuable presented the following criticisms: 
f 
22 a. The General Psychology course was vague as related to 
children. 
8 b. Too much stress was placed upon abnormal behavior pat-
terns, especially criminal patterns. 
8 c. It was difficult to see the relationships between the 
various topics discussed. 
Educational Psychology.--Table XLVI presents the evaluations of 
the course in Educational Psychology. 
N 
331 
TABLE XLVI 
EVALUATION OF THE EDUCATIONAL PSYCHOLOGY COURSE 
Valuable Not Valuable 
No. Per Cent No. Per Cent 
260 78.55 50 15.11 
Undecided--
No Opinion' 
No. Per Cent 
21 6.34 
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Of the 331 respondents, 260 (78.55 per cent) judged the Educa-
tional Psychology course as valuable and 50 (15.11 per cent) considered 
it not valuable. Twenty-one (6.34 per cent) of the respondents either 
were undecided or had no opinion as to its value. 
The 260 graduates who considered Educational Psychology a valu-
able course presented the following reasons for their evaluations: 
1 
110 a. Educational Psychology provided understandings of the 
basic learning processes. 
70 b. It provided understandings of the basic research. 
48 c. It provided a good foundation for all professional 
courses. 
32 d. It was a practical course; it discussed basic learning 
problems encountered in the everyday classroom situation. 
The 50 graduates who viewed the Educational Psychology course 
as being not valuable presented the following criticisms: 
f 
26 a. The Educational Psychology course was not specific in 
content matter and not practical for it failed to offer 
solutions to prospective learning problems. 
15 b. It was repetitious, in parts, of the General Psychology 
course. 
9 c. The nature of its subject matter was dull and uninteresting. 
Child Growt h and Development.--Table XLVII presents the evalua-
tions of the Child Growth and Development course. 
N 
331 
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TABLE XLVII 
EVALUATION OF THE CHILD GROWTH AND DEVELOPMENT COURSE 
Valuable Not Valuable 
No. Per Cent No. Per Cent 
203 61.33 125 37.76 
Undecided--
No Opinion 
No. Per Cent 
3 .91 
Two hundred and three (61. 33 per cent) of the 331 respondents 
viewed the Child Growth and Development course as being valuable and 
125 (37.76 per cent) considered it not valuable. Three graduates, or 
.91 per cent, either were undecided or had no opinion as to its value. 
The 203 graduates who viewed Child Growth and Development as a 
valuable course offered the following comments: 
f 
112 a. The Child Growth and Development course provided basic 
understandings of children's physical and mental devel-
opment. 
71 b. It provided practical concepts for handling daily class-
room problems, especially in the areas of group dynamics 
and scholastic achievement. 
20 c. The subject matter involved was interesting, meaningful, 
and easy to retain. 
The 125 graduates who felt that the Child Growth and Development 
course was not valuable presented the following comments: 
f 
96 a. The Child Growth and Development course was uninteresting 
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and repetitious of the courses in General Psychology and 
Educational Psychology. 
29 b. It did not provide f unctional information which could be 
utilized in the solution of daily classroom problems, 
especially in the areas of discipline and social develop-
ment. 
The three courses discussed above are conducted by the psychol-
ogy department; that is, the General Psychology, Educational Psychol-
ogy, and the Child Growth and Development courses. 
As can be seen from Tables XLV, XLVI, and XLVII, the large major-
ity of graduates considered these psychology courses to be valuable, 
especially the General Psychology and Educational Psychology. 
But from the data following each of these tables, it also can 
be seen that when the graduates evaluated these courses they again 
tended to make their evaluations on the basis of a "practicality" 
criterion. 
The majority considered these psychology courses to be valuable 
because, in their opinion, the courses told how to handle fundamental 
learning processes. Others viewed these courses as being not valuable 
because they felt that no practical solutions to potential problems 
were provided. 
It is felt that these evaluations, which emphasize the element 
of procedure, or "how-to-do-it," also demonstrate that the graduates 
are products and advocates of a philosophical approach to education 
which can be labeled as scholastic traditionalism. 
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Introduction to Education.--Table XLVIII indicates the evalua-
tions of the Introduction to Education course which were reported by 
the graduates. 
N 
214 
TABLE XLVIII 
EVALUATION OF THE INTRODUCTION TO EDUCATION COURSE 
Valuable Not Valuable 
No. Per Cent No. Per Cent 
118 55.14 74 34.58 
Undecided--
No Opinion 
No. Per Cent 
22 10.28 
It should be noted in Table XLVIII that N equals 214 instead of 
331. This is due to the fact that this course was not presented to 
students in the class of 1959. 
Of the 214 respondents who participated in the Introduction to 
Education course, 118 (55.14 per cent) considered it valuable and 74 
(34.58 per cent) of the respondents felt that it was not a valuable 
course. Twenty-two (10.28 per cent) of the 214 graduates were undecided 
or had no opinion as to its value. 
The 118 graduates who felt that it was a valuable course pre-
sented the following comments : 
f 
76 a. The Introduction to Education course provided an histori-
cal and philosophical background of American education. 
42 b. It helped to understand the duties of the teacher and 
the organization of school systems. 
The 74 graduates who considered this course as being not valuable 
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presented the following criticisms: 
f 
61 a. The Introduction to Education course was too much like 
a philosophy course. 
13 b. It was too much like a history course and tended to 
stress the federal and state legislation pertaining to 
education. 
From Table XLVIII it can be seen that the Introduction to Educa~ 
tion course was not "popular" with the graduates in that only a little 
over one half of the respondents who participated in this course con-
sidered it valuable. 
The graduates' criticisms that the course was too historical 
and philosophical in nature appear to be related to several points that 
were stressed earlier in the study. 
Earlier it was pointed out that there are no formal courses in 
the philosophical and social foundations of education presented at the 
undergraduate level. Also, it was pointed out that members of the 
liberal arts and education departments of the college agreed that (a) 
there is no specific institutional philosophy of education at the col-
lege; (b) everyone attempts to be an up-to-date methodologist but no 
one particular educational theory is taught; and (c) the sum total of 
all courses are not philosophically related. 
The criticisms offered by the respondents tend to demonstrate 
that the graduates are products of a program which does not teach phil-
osophies of education and lacks a specific philosophical direction of 
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its own. As a result, the graduates were not able ·to see the value of 
a course that provided elements of an historical and philosophical 
nature. 
Communicative Arts, Reading. --Table XLIX presents the evaluations 
of the Communicative Arts, Reading course. 
N 
331 
TABLE XLIX 
EVALUATION OF THE COMMUNICATIVE ARTS, READING COURSE 
Valuable Not Valuable 
No. Per Cent No. Per Cent 
272 82.18 39 11.78 
Undecided--
No Opinion 
No. Per Cent 
20 6.04 
Of the 331 respondents, 272 (82.18 per cent) considered the 
Communicative Arts, Reading course valuable and 39 (11.78 per cent) 
considered it not valuable. Twenty (6.04 per cent) of the respondents 
were undecided or had no opinion as to its value. 
The 272 graduates who considered the Communicative Arts, Reading 
course valuable presented the following reasons for their evaluations: 
131 a. The Communicative Arts, Reading course was a most prac-
tical professional course; it presented workable, useful 
methods and materials for the teaching of reading. 
89 b. The reading course provided information as to how to 
apply reading skills to other basic areas such as arith-
metic, social studies, and science. 
52 c. The study o f reading methods helped to imppove one's own 
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reading skills. 
The 39 graduates who considered the Communicative Arts, Reading 
course as being not valuable presented the following criticism: 
39 a. The reading course provided little definite instruction 
or direction for the teaching of reading to elementary 
school children; there was too much emphasis on the 
psychological and physical factors involved in reading. 
Communicative Arts, Language.--Table L details the evaluations 
of the Communicative Arts, Language course. 
N 
331 
TABLE L 
EVALUATION OF THE COMMUNICATIVE ARTS, LANGUAGE COURSE 
Valuable Not Valuable 
No. Per Cent No. Per Cent 
236 71.30 77 23.26 
Undecided--
No Opinion 
No. Per Cent 
18 5.44 
Two hundred and thirty-six (71.30 per cent) of the 331 respond-
ents were of the opinion that the Communicative Arts, Language course 
was valuable and 77 (23.26 per cent) were of the opinion that it was 
not valuable. Eighteen (5.44 per cent) of the respondents were unde-
cided or had no opinion as to its value. 
The 236 respondents who felt that the Communicative Arts, Language 
course was valuable presented the following comments: 
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f 
120 a. The Communicative Arts, Language course provided workable 
and useful methods and materials needed in teaching the 
language arts in the elementary school. 
116 b. The course related the languag~ arts to other skill 
areas in the elementary school such as arithmetic, social 
studies, and science. 
The 77 respondents who viewed the Communicative Arts, Language 
course as being not valuable reported the following criticisms: 
f 
45 a. The Communicative Arts, Language course provided little 
practical instruction needed for the teaching of the 
language arts. 
25 b. The language arts course was repetitious of the reading 
course. 
7 c. The language arts course devoted too much discussion to 
the research. 
The data pertaining to the above two communicative arts courses 
again show the emphasis placed by the graduates upon the "procedural" 
or "mechanical" facets of teaching. 
The majority of graduates felt that the reading and language 
courses were valuable but mostly because, in their opinion, these 
courses provided useful, workable methods and materials. Some grad-
uates, however, viewed these two courses as being not valuable because 
they felt that the courses did not present enough method and discussed 
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elements other than the methodological such as psychological or phys-
ical factors involved in the communicative arts. 
Science Methods.--Table LI presents the graduates' evaluations 
. 
of the Science Methods course. 
N 
239 
TABLE LI 
EVALUATION OF THE SCIENCE METHODS COURSE 
Valuable Not Valuable 
No. Per Cent No. Per Cent 
168 70.30 60 25.10 
Undec ided--
No Op i nion 
No. Per Cent 
11 4.60 
It should be noted in Table LI that N equals 239, instead of 
331, since only the graduates of 1958 and 1959 participated in this 
course. Prior to these classes Science Methods was not a required 
course in the elementary education program. 
Of the 239 graduates who responded to this item, 168 (70.30 per 
cent) considered the Science Methods course valuable and 60 (25.10 per 
cent) felt that it was not valuable. Eleven (4.60 per cent) of these 
239 respondents either were undecided or had no opinion as to its value. 
The 168 graduates who reported that the Science Methods course 
was valuable presented the following reasons for their evaluations: 
i 
66 a. The Science Methods course presented the content infor-
mation needed by teachers for presentation to elementary 
school children. 
49 b. The course set forth and outlined a basic science pro-
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gram well suited to the elementary school. 
30 c. The Science Methods course was practical; it suggested 
science projects (i.e., experiments and demonstrations) 
for all elementary school grade levels. 
23 d. The course stressed grade placement of science activities 
and materials. 
The 60 graduates who considered the Science Methods course as 
being not valuable made the following comments: 
f 
41 a. The Science Methods course was too theoretical; it dis-
cussed the philosophical aspects of science and how 
science affects society, but it provided few practical 
techniques for daily classroom usage. 
19 b. The Science Methods course provided educational concepts 
which were repetitious of those presented in other 
methods courses. 
Soc ial Studies Methods.--Table LII presents the graduates' eval-
uations of the Socfal Studies Methods course. 
N 
331 
TABLE LII 
EVALUATION OF THE SOCIAL STUDIES METHODS COURSE 
Valuable Not Valuable 
No. Per Cent No . Per Cent 
209 63 . 15 100 30.21 
Undecided--
No Opinion 
No. Per Cent 
22 6.64 
-
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Two hundred and nine (63.15 'per cent) of the 331 respondents 
were of the opinion that the Social Studies Methods course was valuable 
and 100 (30.21 per cent) felt that it was not valuable. Twenty-two 
(6.64 per cent) of the respondents were undecided or had no opinion as 
to its value. 
The 209 graduates who considered the Social Studies Methods course 
valuable made the following comment~: 
f 
141 a. The Social Studies Methods course was practical; it sug-
gested a basoc social studies program suitable for the 
elementary school; it discussed methods and materials. 
68 b. The Social Studies Methods course discussed in detail 
the unit method of teaching; also, it showed how to 
utilize community resources in the teaching of the 
social studies. 
The 100 graduates who considered the Social Studies Methods 
course as being not valuable offered the following comments: 
f 
62 a. The Social Studies Methods course spent too much time 
discussing social theories and neglected methods and 
materials. 
29 b. The Social Studies Methods course spent too much time 
discussing the relationship between the social studies 
and other areas such as science, art, and music. 
9 c. The scope of the course was too broad; it attempted to 
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discuss the application of all the social sciences in 
the elementary school. 
When the graduates previously criticized the Introduction to 
Education course as being too philosophical in nature, it was suggested 
that this criticism could be attributed to the fact that they are the 
products of a teacher education program which does not offer undergrad-
uate students courses in the philosophy and social foundations of ed-
ucation and also lacks a specific philosophical direction of its own. 
It is felt that the college's failure to provide the graduates 
with needed social and philosophical concepts of education also con-
tributed to the kinds of criticisms which they offered in reference to 
the above discussed methods courses in science and social studies. 
Slightly over one fourth of the graduates felt that the course 
in Science Methods was not valuable. Most of these graduates argued 
that it was not a practical course in that it stressed the effect of 
science upon society. 
Nearly one third of the graduates were of the opinion that the 
Social Studies Methods course was not valuable because it too was not 
practical in that its scope was too broad, it emphasized social theories, 
and attempted to show the relationship between social studies and other 
areas such as science and music. 
Possibly one other factor also contributed to such criticisms. 
It can be recalled that earlier in the study the faculty personnel of 
the college expressed the opinion that the college has not responded 
to cultural progress in the arts and sciences inasmuch as it has failed 
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to investigate and discuss many elements of knowledge which are products 
of the last century. 
It is suspected that this failure is another factor which caused 
uhe graduates to contribute the types of criticisms they presented in 
reference to the professional courses in social studies and science. 
Educational Measurement.--Table LIII outlines the graduates' 
evaluations of the tests and measurement course. 
N 
239 
TABLE LIII 
EVALUATION OF THE EDUCATIONAL MEASUREMENT COURSE 
Valuable Not Valuabae 
No. Per Cent No. Per Cent 
199 83.26 33 13.81 
Undecided--
No Opinion 
No. Per Cent 
7 2.93 
In Table LIII N equals 239 since only the graduates of 1958 and 
1959 participated in the Educational Measurement course. It was not a 
required course for the classes of 1956 and 1957. 
Of the 239 graduates who responded to this item, 199 (83.26 per 
cent) considered the Educational Measurement course valuable and 33 
(13.81 per cent) felt that it was not valuable. Seven (2.93 per cent) 
of these 239 graduates either were undecided or had no opinion as to 
its value. 
The 199 graduates who considered the Educational Measurement 
course valuable provi ded the following comments: 
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f 
105 a. The Educational Measurement course proved useful in 
that it taught evaluative techniques for measuring in-
dividual and group progress. 
59 b. It presented a detailed, basic measurement program suit-
able for the elementary school. 
35 c. It provided understandings of "statistics" which con-
tribute to a better understanding of professional lit-
erature. 
The 33 graduates who were of the opinion that the Educational 
Measurement course was not valuable offered the following criticisms: 
f 
23 a. The Educational Measurement course did not prove to be 
practical in that it discussed techniques for which 
there is little opportunity to apply in the daily class-
room situation . 
10 . b . The course did not emphasize teacher-made tests for 
which there is a great need. 
Principles and Current Techniques of Teaching.--Table LIV pre-
sents the evaluations of the course in Principles and Current Techniques 
of Teaching. 
N 
331 
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TABLE LIV 
EVALUATION OF THE 
PRINCIPLES AND CURRENT TECHNIQUES OF TEACHING COURSE 
Valuable 
No. Per Cent 
229 69.19 
Not Valuable 
No . Per Cent 
72 21.75 
Undecided--
No opinion 
No. Per Cent 
30 9.06 
Two hundred and twenty-nine (6~.19 per cent) of the 331 respond-
ents considered the Principles course valuable and 72 (21.75 per cent) 
reported that it was not valuable. Thirty (9.06 per cent) of the re-
spondents were undecided or had no opinion as to its value. 
The 229 graduates who considered the Princ iples course as being val-
uable presented the following reasons as the bases for their evaluations: 
f 
98 a. The course provided an overview of the current prin-
ciples and practices related to the elementary school. 
70 b. The course provided an overview of the contents of the 
elementary school curriculum. 
61 c. The course stressed grade placement of various activ-
ities and made comparisons of such placement between 
various school systems. 
The 72 graduates who viewed the Principles course as being not 
valuable provided the following comments: 
f 
25 a. The Pr inciples course was not realistic or practical; 
it devoted too much time to discussing ideal classroom 
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situations which should be hoped for but really do not 
exist. 
23 b. The demonstration lessons carried out by the regular 
classroom teachers in the laboratory school, with which 
the college is affiliated, contradicted many of the prin-
ciples advocated in the course. 
14 c. The Principles course was repetitious of the Introduction 
to Education course. 
10 d. The Principles course attempted to discuss too many 
areas; that is, all the teaching and administrative 
facets of the elementary school. 
Art Methods.--Table LV presents the graduates' evaluations of 
the Art Methods course. 
TABLE LV 
EVALUATION OF THE ART METHODS COURSE 
N Valuable Not Valuable 
No. Per Cent No. Per Cent 
331 240 72.51 76 22.96 
Undecided--
No Opinion 
No. Per Cent 
15 4.53 
Of the 331 respondents, 240 (72.51 per cent) viewed the Art 
Methods course as being valuable and 76 (22.96 per cent) considered it 
not valuable. Fifteen (4.53 per cent) of the respondents were unde-
cided or had no opinion as to its value. 
The 240 graduates who considered the Art Methods course valuable 
provided the following comments: 
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f 
152 a. The Art Methods course proved to be useful; it provided 
instruction in the basic methods and materials, and also 
provided a wide variety of ideas needed for art activ-
ities in the elementary school. 
54 b. It developed understandings of children 1 s artist i c 
growth and development. 
34 c. The course helped to develop any artistic talent or 
skills that participants in the course may have had. 
The 76 graduates who considered the Art Methods course not val-
uable reported as follows: 
! 
41 a. The Art Methods course expected all participants to be 
artists . 
35 b. The major goal of the course was to have all participants 
produce various art products and all teach ing seemed to 
be geared to the objects produced by the college students. 
It was a course in "adult art" i nstead of "children 1 s a~tt." 
Math Methods.--Table LVI details the graduates 1 evaluations of 
the course dealing with the teaching of arithmetic in the elementary 
school. 
N 
331 
TABLE LVI 
EVALUATION OF THE MATH METHODS COURSE 
Valuable Not Valuable 
No .. Per Cent No. Per Cent 
246 74.32 81 24.47 
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Undecided 
No Opinion 
No. Per Cent 
4 1.21 
Of the 331 respondents, 246 (74.32 per cent) reported the Math 
Methods course valuable and 81 (24.47 per cent) considered it not val-
uable. Four graduates, or 1.21 per cent, either were undecided or had 
no opinion as to the value of the Math Methods course. 
The 246 respondents who viewed the Math Methods course as valu-
able offered the following comments: 
f 
127 a. The Math Methods course was useful; it provided the 
basic methods and materials needed to teach arithmetic 
processes in the elementary school. 
76 b. The c.ourse discussed the grade placement of arithmetic 
activities in the elementary school. 
43 c. The course developed understandings of how children's 
quantitative concepts tend to develop. 
The 81 respondents who viewed the Math Methods course as being 
not valuable presented the following criticisms: 
48 a. The Math Methods course was too theoretical; it devoted 
too much discussion to the mathematical theory behind 
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various arithmetic processes; it provided few practical 
techniques and devices needed for the teaching of arith-
metic to elementary school children. 
33 b. Much time was devoted to techniques that are not valu-
able such as the addition, subtraction, and division of 
Roman numerals. 
Music Methods.--Table LVII presents the evaluations of the Music 
Methods course. 
N 
331 
TABLE LVII 
EVALUATION OF THE MUSIC METHODS COURSE 
Valuable Not Valuable 
No. Per Cent No . Per Cent 
286 86.41 31 9.36 
Undecided--
No Opinion 
No. Per Cent 
14 4.23 
Of the 331 respondents, 286 (86 . 41 per cent) considered the 
Music Methods course valuable and 31 (9.36 per cent) considered it not 
valuable. Fourteen (4.23 per cent) of the respondents were undecided 
or had no opinion as to its value . 
The 286 respondents who evaluated the Music Methods course as 
valuable provided the following comments: 
f 
190 a. The Music Methods course taught content in addition to 
method; it provided a basic musical background which 
aided those who never had the opportunity to study music 
prior to attending college. 
66 b. The course developed an interest in music even for 
those who had no musical talent. 
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30 c. The course stressed method and materials; that is, in-
struction was given in how to make simple rhythm instru-
ments, write songs, and play the flutaphone. 
The 31 graduates who evaluated the Music Methods course as being 
not valuable present~d the following criticisms: 
f 
17 a. The Music Methods course did not provide for the needs 
of those who had studied music prior to ' college entrance. 
14 b. The course attempted to cover too much material such as 
song construction and the production of rhythm instru-
ments. 
From the above evaluations which the graduates presented in ref-
erence to the Educational Measurement, Pr-inciples and Current Techniques 
of Teaching, Art Methods, Math Methods, and Music Methods, it again can 
be seen that the graduates tended to approach teaching from a "routine" 
or "procedural" point of view. 
For example, many graduates considered the courses in Educa-
tional Measurement, Art Methods, and Math Methods "useful" or "practical" 
because they suggested and outlined basic programs suitable for the 
elementary school. Other graduates did not consider these courses val-
uable because the courses did not provide them with enough methodology 
which they could carry to the classroom. 
Some graduates considered the Art Methods course valuable because 
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it provided 11 ideas 11 and other graduated viewed the Math Methods course 
as not valuable because it discussed the mathematical theory of certain 
arithmetic processes. These evaluations almost cause one to question 
whether or not the graduates possess creative thinking ability. Also, 
such evaluations appear to support the earlier argument that the col-
lege does not draw its student body from the higher intellectual levels 
of the student population. 
Of the 331 respondents, 190 felt that the Music Methods course 
was valuable because it provided a musical background for those who did 
not have the opportunity to study music prior to attending college . 
Possibly this comment is related to the earlier contention that the stu-
dent body is representative of persons in the lower cultural and econ-
omic groups of the community . 
The two items which follow discuss the graduates' evaluations 
of education courses in general and, in particular, their general eval-
uation of the college. 
In general, how does the average course you took in education 
now compare, in terms of its contribution to your teaching competence, 
with the average course you took in other areas? 
The graduates were requested to respond to this item in one of 
the following terms: (a) Education courses are the most valuable; (b) 
Education courses are as valuable; (c) Education courses are less val-
uable; (d) Education courses are the least v~luable. The graduates 
were then requested to comment on, or give reasons for, their partic-
ular evaluations. 
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Table LVIII presents the graduates' evaluations of education 
courses in general. 
N 
331 
TABLE LVIII 
GENERAL EVALUATION OF EDUCATION COURSES 
Most Valuable 
No . Per Cent 
58 17.52 
As Valuable 
No. Per Cent 
154 46.53 
Less Valuable 
No. Per Cent 
79 23.87 
Least Valuable 
No. Per Cent 
40 12.08 
Of the 331 respondents, 58 (17.52 per cent) were of the opinion 
that education courses, compared to courses in other areas, are the 
most valuable and 154 (46.53 per cent) considered them as valuable as 
other courses. Seventy-nine (23.87 per cent) of the respondents 
viewed education courses as less valuable than other courses and 40 
(12.08 per cent) felt that they were the least valuable. 
The 58 graduates who considered education courses as the most 
valuable generally agreed as follows: 
32 a. Education courses are the building blocks of one's 
professional education. 
26. b. Education courses are practical and teach one how to 
teach others; one could not succeed as a teacher with-
out them in that the information they provide must be 
drawn upon daily. 
The 154 graduates who considered education courses as valuable 
as courses in other areas presented the following arguments: 
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i 
89 a. Method is as important as content. 
65 b. Education courses encourage one to strive toward the 
accomplishment of the ideal. 
The 79 graduates who reported that they felt that education 
courses were less valuable viewed them as follows: 
i 
37 a. Education courses are vague as to immediate objectives ' 
and treat too much of long-range, "ultimate" goals. 
22 b. Education courses tend to be too idealistic and imprac-
tical; they do not teach one how to teach. 
20 c. Education courses are not stimulating, challenging, or 
dramatic; they are too repetitious of one another. 
The 40 graduates who regarded education courses as the least 
valuable provided the following criticisms: 
f 
31 a. Education courses tend to deal with vague generalities 
which have little carry-over from college methods course 
to elementary school classroom. 
9 b. Education courses are verbose and repetitious of one 
another. 
Would you recommend this college, in preference to any other 
teacher training institution, to a qualif i ed high school senior who is 
interested in preparing for the teachi ng profession? 
The graduates were requested to respond in terms of "definitely 
• 
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yes," "mostly yes," "mostly no," or "definitely no." In addition, the 
graduates were requested to offer comments or reasons for their re-
sponses to the above question. 
Table LIX presents the graduates' responses pertaining to whether 
or not they would recommend the college. 
N 
331 
TABLE LIX 
NUMBERS OF GRADUATES WHO WOULD RECOMMEND THE COLLEGE 
Definitely Yes 
No. Per Cent 
110 33.23 
Mostly Yes 
No. Per Cent 
149 45.01 
Mostly No 
No. Per Cent 
49 14.81 
Definitely No 
No. Per Cent 
23 6.95 
Over three fourths of the 331 respondents would recommend the 
college to qualified high school seniors interested in preparing for 
the teaching profession. 
Of the 331 respondents, 118 (33.23 per cent) reported "def-
initely yes" and 149 (45.01 per cent) reported "mostly yes." Forty-
nine (14.81 per cent) of the respondents stated "mostly no" and 23 
(6.95 per cent) stated "definitely no." 
The 110 respondents who reported "definitely yes" commented as 
follows: 
f 
53 a. The college well prepares one for the teaching profession. 
37 b. The tuition fees are low and therefore not a great finan-
cial burden. 
20 c. There was no difficulty in competing with graduates of 
lows: 
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other teacher education institutions for teaching posi-
tions. 
The 149 respondents who reported "mostly yes" coliDllented as fol-
l 
71 a. The tuition fees are low compared to other institutions. 
50 b . The standards of the college are good. 
28 c. There was no difficulty in competing with graduates of 
other teacher education institutions for teaching posi-
tions. 
The 49 respondents who reported "mostly no" argued as follows: 
l 
24 a. The elective course offerings were limited. 
19 b. There were few opportunities for social life at the 
college. 
6 c. The guidance services were poor. 
The 23 respondents who reported "definitely no" coliDllented as 
follows: 
f 
11 a. The college was not intellectually stimulating or chal-
lenging. 
9 b. The college was "high-schoolish" in atmosphere. 
3 c. The college was too authoritarian and provided few op-
portunities for creativity or expression. 
The respondents' general evaluation of education courses, and 
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the number of graduates who would recommend the college to others, seem 
to relate to certain basic arguments which originally were suggested in 
the introduction to the study and referred to in the present chapter. 
These arguments were that the college represents scholastic 
traditionalism and instills in its students a mechanical approach to 
education; also, the student body tends to look upon teaching as a "job" 
and approaches the profession from a dollars and cents point of view. 
Nearly two thirds of the graduates expressed the view that, in gen-
eral, education courses either are the most valuable or as valuable as 
courses in other areas. Possibly there are many educators who would 
agree with this, but the graduates tended to support this view mainly 
by stating that education courses provide practical information and 
they teach one how to teach. In fact, throughout their evaluations of · 
the professional curriculum the graduates either have stressed the 
criterion of practicality or the procedural, how-to-do-it approach. 
Over three fourths of the graduates would recommend the college 
to persons interested in preparing for the profession mainly because 
tuition is low and being a graduate of the college causes no difficulty 
in obtaining a position; hence, the dollars and cents point of view. 
Also, according to their criteria, the college well prepares them. 
Earlier in the study it was suggested that the college repre-
sents a contradiction. It was argued that the contradiction is that 
the college is functioning on a system of traditional, absolute values 
due to its history of authoritarian, governmental control and even re-
ligious composition of faculty, but the college attempts to equip stu-
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dents with up-to-date methodologies which leads to an attempt to teach 
systems based upon permissive, relative values. 
As was argued at that time, this attempt may be an impossible 
one because the traditionalists are so attracted to inherited values. 
It has been said that the traditionalist indoctrinates. The sum 
total of the graduates' responses seem to suggest that they have been 
indoctrinated into viewing education from a rigid , mechanical frame of 
reference. 
The element of indoctrination appears quite strongly when con-
sidering that only three graduates were able to be critical of the col-
lege because it was "too authoritarian and provided few opportunities 
for creativity or expression." 
IV. THE RELATIONSHIP BETWEEN CERTAIN VARIABLES 
AND THE EVALUATION OF PROFESSIONAL COURSES 
In the presentation of the problem involved in the present study 
it was suggested that the graduates' responses analyzed in the light 
of such variables as academic achievement, intelligence, National Teacher 
Examination scores and Minnesota Teacher Attitude Inventory scores would 
provide a basis for further defining the graduates' responses to various 
items in the inquiry form. 
Therefore, an attempt was made to investigate the relationships 
that might exist between certain responses by the graduates and the 
above types of variables. 
In order to accomplish this, correlation coefficients were estab-
lished between the evaluations of the professional courses by the grad-
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uates of 1959 and the following variables as they pertain to these 
specific graduates: 
a. College grade point average 
b. Student teaching grade 
c. Otis I .Q. score 
d. National Teacher Examination, optional examination score 
e. National Teacher Examination, common examination score 
f. Minnesota Teacher Attitude Inventory score 
The graduates of 1959 were chosen because the above data were 
readily available for the large majority of these graduates and little 
similar data were available from the college's student personnel files 
for previous classes. 
Table LX presents the correlation coefficients which were es-
tablished. 
TABLE LX 
RELATIONSHIP BETWEEN CERTAIN VARIABLES 
AND THE EVALUATION OF PROFESSIONAL COURSES BY THE CLASS OF 1959 
N 
116 
116 
116 
102 
102 
116 
Variables 
Course evaluation vs. college grade point 
average 
Course evaluation vs. student teaching grade 
Course evaluation vs. Ot is I.Q. score 
Course evaluation vs. National Teacher 
Examination, optional examination score 
Course evaluation vs. National Teacher 
Examination, common examination score 
Course evaluation vs. Minnesota Teacher 
Attitude Inventory score 
* Significant at the 1 per cent level of confidence. 
r 
.071 
.134 
.250* 
-.056 
-.201 
.004 
ar 
. 093 
.093 
.093 
.100 
.100 
.093 
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As can be seen from Table LX, of the correlations established 
only one was found to be significant at or beyond the 5 per cent level 
of confidence. This was the relationship between the respondents' 
course evaluations and Otis I.Q. scores which was positive and signif-
icant at the 1 per cent level of confidence. In no case did the ob-
tained relationships approach an amount necessary for prediction pur-
poses. 
V. THE PRINCIPAL RELATIONSHIP BETWEEN THE FINDINGS 
OF THE PRESENT STUDY AND THOSE REPORTED 
IN THE ALLIED LITERATURE 
In Chapter II of the present study a number of studies or sur-
veys were reviewed which have been carried out mostly by advanced grad-
uate students researching on the doctoral level in the area of follow-up 
of education majors. 
It was felt that an examination of the principal relationship 
between the findings of the present study and those reported in the 
allied literature would prove worthwhile. 
Such an examination revealed that there i ·s substantial agreement 
between the collect ive findings of the allied studies and the present 
study as regards the following elements: 
a. Percentage of graduates teaching at time of r esponse 
b. Acceptance of positions in home state 
c. Degree of job satisfaction 
d. Reasons for job satisfaction and enthusiasm for the profession 
e. Part i cipation in graduate study 
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f. Value of student teaching 
g. Value of college supervisory visits during student teaching 
h. Value of professional courses 
i. Reasons for satisfaction or dissatisfaction with professional 
courses. 
For purposes of the present study, recommended curricular changes 
based upon the above elements have the added weight of the additional 
research. 
With regard to the lack of agreement between the findings of 
the present study and the bulk of the previously reviewed research lit-
erature in the same area, the elements of disagreement involved the 
following; 
a. Decision to prepare for teaching before high school gradua-
tion 
b. Percentage of graduates entering teaching immediately after 
college graduation 
c. Intent to remain in the profession -
d. Participation in community af fairs. 
Due to the lack of agreement between the findings of the present 
study and those of the allied investigations related to the above ele-
ments, any interpretations or recommendations in the present study 
based upon such data might be considered with some degree of caution. 
CHAPTER V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
I. SUMMARY STATEMENT 
The purpose of this study was to collect, organize, and inter-
pret data relating to the status of elementary education graduates of 
the State Teachers College at Boston and their opinions concerning the 
effectiveness of their undergraduate professional experiences with a 
view to suggesting possible areas for program revision. 
The selection of this research problem was based upon an insti-
tutional need in that the administration of the college indicated a 
desire to approach revision of the professional elementary education 
curriculum from the point of view of graduates' opinions concerning 
the effectiveness of their pre-service professional experiences as well 
as from the graduates' status in the profession. 
The study uoilized an opinion inquit y form as the method for 
obtaining the desired data. 
As a result of the presentation of the total data in the pre-
ceding chapters, the following findings, conclusions, and recommenda-
tions can be set forth. 
II. SUMMARY OF FINDINGS 
Faculty Appraisals 
The large majority of the faculty was of the opinion that in 
general the college's students desire to enter the profession in order 
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to gain social recognition. 
The faculty felt that the college's courses are not philosoph-
ically related, there has been a legislated emphasis on methodology, 
and the college devotes itself to a preservation of social and cultural 
traditions. In addition, the college has never advocated or devoted 
attention to social reform and it has not responded to cultural progress. 
Graduates' Status 
Ninety-one per cent of the graduates entered teaching immediately 
after graduation and 88 per cent were teaching at the time of their re-
sponse to the present study. 
Of the graduates who were teaching, 94 per cent were teaching 
in the Commonwealth of Massachusetts and 74 per cent were located in 
the Boston area. Fifty-nine per cent occupied positions at the kinder-
garten-primary level. Ninety-five per cent expressed a high degree of 
job sanisfaction and 86 per cent appeared intent to remain in the pro -
fession. 
Ninety-three per cent of all graduates reported that they would 
recommend the profession to qualified and interested high school seniors. 
The graduates' general enthusiasm for the profession appeared 
to be related mainly to their view that teaching is a good job in that 
it provides economic security and social prestige. 
Eighty-one per cent o f all graduates further reported that they 
definitely decided to prepare for the teaching profession before grad-
uation from high school and were urged toward this decision mostly by 
their families. 
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Seventy-one per cent of all graduates had not completed or were 
not working on graduate degrees at the master's level. Of those who 
did engage in graduate work, 55 per cent returned to this college for 
such study. 
Eighty per cent of all graduates held membership in professional 
organizations, but only 29 per cent were participants in community af-
fairs such as holding membership in social , civic, or fraternal organ-
izations. 
Separate treatment of data for males and .females showed little 
variation on the points of inquiry referring to the graduates' status. 
There was substantial agreement between the findings of allied 
studies and the present study as regards graduates' status data. 
Graduates' Evaluations of the Professional 
Program 
In general, the graduates viewed their undergraduate professional 
cour~es and experiences as being satisfactory. Of the courses and ex-
periences which the respondents evaluated, eleven were viewed as being 
valuable by 70 to 90 per cent of all graduates. Of the remaining six , 
none was considered valuable by less than 53 per cent of the graduates. 
The reasons which most frequen tly contributed to the graduates' 
satisfaction with the professional courses were as follows: (a) course 
was practical; that is, it presented workable, useful methods and mate -
rials; (b) course di scussed basic classroom problems and suggested solu-
tions; (c) basic pr ograms were outlined. 
The reasons which most frequently contributed to the graduates' 
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dissatisfaction with the professional courses consisted of the follow-
ing~ (a) course material vague as related to children; that is, it did 
not provide information workable in the daily classroom situation; (b) 
courses were repetitious and overlapping. 
Seventy-eight per cent of all graduates reported that they would 
recommend the college to qualified high school seniors interested in 
preparing for the teaching profession mainly because the tuition fees 
are low and they felt well prepared for teaching. 
None of the relationships that existed between the graduates' 
course evaluations and the variables of college grade point average, 
student teaching grade, Otis I.Q. score, National Teacher Examination 
scores, and Minnesota Teacher Attitude Inventory score approached an 
amount necessary for prediction purposes. 
There was substantial agreement between the findings of allied 
studies and the present study as regards graduates' evaluations of 
professional courses. 
III. CONCLUSIONS 
On the basis of the presentation of the total data, the follow-
ing may be concluded: 
1. The large majority of graduates of the State Teachers College 
at Boston prepared for and entered the teaching profession 
because of the attitude that the profession offers social 
status and economic security. 
2. The graduates tended to choose the college because of its 
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lower tuition fee schedules; also, this choice can be related 
to their families' lower socio-economic class status within 
the community. 
3. The college throughout its history has approached education 
with a set of routine values and has emphasized a philosophy 
which has come to be regarded as scholastic traditionalism; 
therefore, the following conditions p11:evail: 
a. The graduates tend to view the teaching profession from a 
vocational point of view and on this basis find the ele-
mentary education program generally acceptable in that the 
program has equipped them for a job . 
b. The education of the graduates has stressed the mechanical 
techniques of teaching and as a result they tend to eval-
uate professional courses and experiences from a somewhat 
rigid, mechanical, and procedural frame of reference. 
c. Because of this technical emphasis, the graduates show some 
difficulty in seeing the relationships between education, 
other social processes, and social progress in general. 
d. The eollege's emphasis on methodology and the graduates' 
rigid view toward professional education demonstrate that 
the graduates' professional and general education has not 
been synthesized into a meaningful whole. 
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IV. RECOMMENDATIONS FOR THE ELEMENTARY EDUCATION PROGRAM 
1. The college needs to examine carefully the professional 
courses in the elementary education curriculum with a view 
toward de-emphasizing the methodological approach to educa-
tion. 
2. It may be valuable for the college to re-examine the sequence 
of professional courses with a view to reducing their present 
number and to place greater emphasis on the students' general . 
education. 
3. There is need for greater communication between the several 
administrative bodies governing the college and the faculty 
personnel in order to establish a systematic philosophy of 
education or at least a public philosophy consistent with the 
ideals of a democratic society. 
4. Courses which discuss the philosophical and social foundations 
of education should be developed and introduced into the ele-
mentary education curriculum. 
5. The administration should encourage the faculty to engage in 
research and a wide variety of other scholarly pursuits; the 
college needs to be more open to a variety of experiences. 
6. To the extent that a desire has been expressed to modify the 
professional courses, primary attention should be given to 
the following courses and experiences which were viewed as 
being valuable by less than 70 per cent of the respondents: 
a. Principles and Current Techniques of Teaching 
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b. Social Studies Methods 
c. Child Growth and Development 
d. Supervisory visits from the college during student teach-
ing 
e. Introduction to Education 
f. Student Teaching Seminar 
7. All professional courses should be re-examined by the admin-
istration and faculty, with particular emphasis on value of 
content. 
8. The college should engage in activities which would apprise 
the elementary education majors of the values to be gained 
from graduate study and also participation in community 
affairs. 
V. LIMITATIONS 
The following points to some extent limit the conclusions of 
the study: 
1. Inquiry instruments of the type used in this study are seldom, 
' if ever, perfectly reliable. 
2. No specific techniques were employed to insure that the sam~le 
population was representative of the universe involved. 
3. There is no assurance that the judgments of the respondents 
are representative of the population as a whole. 
4. Not all subjects in the sample population responded to the 
inquiry form. 
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5. Test score data were not available for all subjects in the 
sample. 
VI. SUGGESTIONS FOR FURTHER RESEARCH 
During consideration of the present problem several research 
studies have been suggested: 
1. Further research, similar to this study, based upon elementary 
education graduates of one or more of the other Massachusetts-
sponsored teacher education institutions. 
2. Further research, similar to this study, based upon elementary 
education graduates of a private university located in the 
Commonwealth of Massachusetts. 
3. A study to determine how teachers who participate in commun-
ity affairs effect improvement of life in the community. 
4. A study to determine the factors that cause persons to accept 
teaching positions in the Commonwealth of Massachusetts. 
5. A study to determine the factors that cause elementary school 
teachers to teach at particular grade levels. 
6. The development of a series of instruments which would predict 
elements in the present study. 
APPENDIX 
.Section I 
A FOLLOW-UP STUDY OF GRADUATES 
OF THE 
STATE TEACHERS COLLEGE AT BOSTON 
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DIRECTIONS: Please answer the following questions. Your answers 
will ai d this college to learn of your present 
status in the teaching profession and to evaluate 
its teacher training program. 
1. Name 
--,(-;-;:Wr:o~m~e~n~::---;L~i'"s:-:t~m:-:-a:-l:!· d"e-=-n=-::-n-::-am:::-:-e""""Ti-:cf:--:-:y:-:o-:-:u:--;:h:-:a~v:-:e:--::m::-:a:-:r:-:r:-lr-. e:-d:;;---:-s -:ri n:-:-:-c -=-e ~g-:"r~a-:;rd~u:-:a":t:t~i-o"':":'"n ) 
2. Permanent home address 
-----------------------------------------------
Mari tal status: Single 
---
Married 
---
3. Age ___ .,... 
4. Year graduated from college 
-------
Major field: 
Elementary Education 
Kindergarten-Primary _____ _ 
5. Did you enter teach i ng immediately a fter graduation? Yes 
If answer i s NO please tell why and list t ype 
of work you did enter ____________________________ _ 
6. Are you now teaching? Yes __ _ No 
---
If answer is YES give following information: 
a. Grade or subjects 
----------~--------------
b. City and state 
-----------------------------
c. Population of city _______________________ _ 
d. Yearly salary ____________________________ __ 
If answer is NO please explain why and list your 
present occupation~------------------------------
No 
7o If yo u entered t eaching immediately after graduation but later 
left the profession please tell why. __________________________ _ 
8. List total number of years of teaching experience. 
-------
9. If you are now teaching are you satisfied with your teaching 
position? 
a. Definitely yes 
b. Mostly yes 
Co Mostly no 
d. Definitel y no 
Why? 
10:. If you are now teaching do you plan to remain in the teachi ng 
profession? 
a. Def initely yes 
b. Iviostly yes 
c 0 Most ly no 
d. Definitely no 
Why? 
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11. Would you recommend to ~ quali fied and interested high school 
senior that he or she prepare to enter the teaching profession? 
a. Definitely yes 
b. Mostly yes 
c. Mostly no 
d. Definitely no 
Why? 
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12. List any graduate degrees or certi ficate s that you have earned : 
a. Name of degree or c ertificate __________________________ __ 
b. College or university where earned _____________________ ___ 
13. If you have not earned any draduate degrees or certificates 
are you now working toward one? Yes No ____ _ 
a. Name of degree or certificate __________________________ __ 
b. College or university which will award it ______________ _ 
14o If you are not working toward any type of graduate degree or 
certificate at the present time do you plan to eventually work 
toward one? Yes No ____ __ 
a. Name of degree or certificate __________________________ __ 
b. College or university where you will study ____________ __ 
15. If you have not earned any graduate degrees or certificates , 
and do not intend to, have you taken extra courses or attended 
workshops or institutes etc.? Yes No ____ __ 
l6o Are you a member of any professional teachers' organizations? 
Yes No 
------
If YES which organizations? ________________________________ __ 
If NO please explain why __________________________________ ___ 
17. Do you play an active role in community affairs such as holding 
membership in social, civic or f r aternal organizati ons? 
Yes No 
------
If YES please explain your role; 
I f NO please tell why: ____________________________________ __ 
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18. As nearly as you remember when did you reach a decision that you 
would definitely be ' a teacher? (Check appropriate statement) 
I 
a. B.efore the seni or year in high s chool. ______ _ 
b. As a senior in high school ____________ _ 
c. As a freshman or sophomore in college 
-------
d. As a junior or senior in coll ege _________ _ 
e. After graduation from college ________________ __ 
f. Do not remember when decision was reached 
--------
Any comments in reference to this question: 
----
19. As nearly as you remember what or who ori ginally influence d you 
most in your decision to pr epare for the teaching profession? ___ 
20. Did you find any great differences between what you thought 
teaching would be like before you began to teach and what you 
actually found it to be after you became a teacher? In other 
words did your ideas about teaching change after you got a 
teaching job? Yes No 
---
Please explain: 
---------------------------------
21. List any recommendations or advice that you would like to pass on 
to young college graduates just entering the teaching profession~ 
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Section II 
DIRECTIONS: Please rate the following education courses and pro-
fessional experi ences that you had as an undergrad-
uate s tudento Rate these in terms of the value that 
you now feel you received from themo 
5 
of most 
value 
In case you were a transfer student rate only those 
courses that you took at this collegeo 
You will not e that to the right of each course are 
five numberso Number 5 means wof most value' and 
number 1 means 9 of no value 9 • The numbers 4 and 2 
indicate varying degrees of value along the scale. 
The number 3 indicates that at present you have no 
opini on or are ~decided as to the value of the 
courseo 
4 
CIRCLE THE NUMBER WHICH BESTS 
REPRESENTS YOUR OPINION OF THE 
VALUE OF EACH COURSE 
2 
of consider~ 
able value 
3 
undecided -
no op inion 
of little 
value 
1 
of no 
value 
lo What value do you place upon the vi si t s that you 
received from the college supervisor during your 
student teaching? 5 4 3 2 1 
Why do you award this rating? __________________ __ 
2o What value do you place upon the superv1 s1on 
that you rece ived from t he regular classroom 
teacher to whom you were assigned for your 
student teaching? 
Why do you award thi s rating? __________________ __ 
5 4 3 2 1 
3. What value do you place upon the weekly 
student teaching seminar for which you 
used to return to the college once per 
we ek while out student teaching? 
Why do you award this rating? ____________ __ 
4. In general, what value do you place upon 
the TOTAL student teaching experience7 
Why do you award this rating? ____________ _ 
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5 4 3 2 1 
5 4 3 2 1 
PTE: The following are the professlonal courses, usually referred to as 
'methods courses', that you took as an undergraduatee Rate each on 
the same 5 point scale used above; also, for each one give a brief 
comment as to why you're rati 1.1g it as you are as you did above. Your 
comments are valuable. 
5. General Psychology 5 4 3 2 1 
Why? _______________________ _ 
6. Educational Psychology 5 4 3 2 1 
Why? ______________________________________ __ 
?. Child Growth and Development 5 4 3 2 1 
Why? ________________________ ___ 
, . -.. 
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8. Introduction to Education 5 4 3 2 1 
Why? ______________________________ _ 
9. Communicative Arts, READING 5 4 3 2 1 
Why? ________________________________ _ 
10. Communicative Arts, LANGUAGE 5 4 3 2 1 
Why? ________________________________ _ 
11. Science Methods 5 4 3 2 1 
Why? ________________________________ _ 
12. Social Studies Methods 5 4 3 2 1 
Why? ______________________________ __ 
13. Educational Measurement 5 4 3 2 1 
Why? ______________________________ __ 
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14. Principles and Current Techniques 
of Teaching in Elementary School 5 4 3 2 l 
or 
Kindergarten-Primary Principles 
(If you were a Kind.-Prim. Ma jor) 5 4 3 2 l 
Why? 
15. Art for the Elementary School 5 4 3 2 l 
or 
Art for Kindergarten-Primary 5 4 3 2 l 
vVhy? __________________________________ ___ 
16. Math for Elementary Grades 5 4 3 2 l 
or 
Primary School Math 5 4 3 2 l 
Why? __________________________________ _ 
17. Music for Elementary Grades 5 4 3 2 l 
or 
Kindergarten-Primary Music 5 4 3 2 l 
Why? ______________________________________________ ___ 
_ ease answer the following questions which will also aid this college to 
aluate the undergraduate professional program. 
18.. In general how does the average course you took in education 
now compare, in terms of its contribution to your teaching 
competence, with the average course you took in other areas? 
a. Education courses are the most valuable 
-----------
b. Education courses are as valuable 
-----------------
c. Education courses are less valuable 
---------------
d. Education courses are the least valuable 
---------
Why? ________________________________________________ ___ 
19. Present any other general remarks that you care to make in 
reference to professional courses (education courses). 
-----
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20. Would you recommend this college, in preference to any other 
teacher training institution, to a qualified high school senior 
who is interested in preparing for the teaching profession? 
a. Definitely yes 
b. Mostly yes 
Co Mostly no 
d. Definitely no 
Why? 
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